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CHAPTER I 
THE PROBLEM AND DEFINITION OF TERMS 
There is too much low achievement, educationally and 
socially, among people of average and superior capacity. Both 
the individual and society are the losers. The responsibility 
for improving this situation will have to rest upon the 
school because there will always be parents who are eager 
to give their children every opportunity for an enriched 
life and those who do little or nothing in that area.· What, 
then, can be done at the second grade level to increase 
success in reading and to broaden the interests of the child 
for enriched living? 
I. THE PROBLEM 
Statement of the problem. It is the purpose of this 
study, through consideration of (1) physical factors 
influencing capacity development, (2) emotional factors 
influencing capacity development, and (3) environmental 
factors influencing capacity development, to attempt to 
find out, by way of the literature in the field and the 
experience of the writer, which procedures might aid in 
capacity development. 
Justification for choosing to ~ ~ this Eroblem • 
1 
Cling and Arnis1 have said in their suggestions for further 
study: "A study should be made to determine the reasons for 
low achievement and high capacity." This study will undertake 
to give reasons, based on reading in the field and experience, 
for the lag between achievement and capacity. Much has been 
done in good special classes with those of lower abilities 
and some has been done to help the superior child because both 
are atypical and demand attention. Not so much has been said, 
specifically, about the average child. Implicit in all 
courses of study, except those prepared especially for atypical 
groups, is this average group. But it is not always given 
deliberate attention. 
Scope. Some ways of improving reading achievement among 
second grade pupils of average and superior capacity. 
II,. DEFINITIONS 
Capacity. Capacity is used interchangeably with 
intelligence in this study. It is here defined as the power 
of receiving, holding, and using knowledge; adequate mental 
power to understand and develop. 
Achievement. Achievement will be considered in its 
relationship to capacity. The two terms will be thought of 
together, that is, capacity-achievement. 
1Evelyn Cling and Franklin P. Arnis, "The Relation 
Between Reading Capacity and Reading ~chievement of Pupils in 
Grades Two Through Six". Unpublished Master's Thesis, Boston 
2 
CHAPTER II 
RESEARCH CHAPTER 
The words capacity and achievement are in common usage, 
educationally speaking, but they are not always considered as 
a hyphenated thought. Ideally, capacity-achievement should be 
so considered. It could then become more commonplace to assume 
that a child of average intelligence would achieve average suc-
cess in the field of reading if he had no physical and/or emo-
tional handicaps of so serious a nature that the school could 
not cope with them. Possible, too, should be the expectation 
of reasonable social development, with the same exceptions. 
By the same reasoning, the child with superior capacity would 
read with complete mastery and be very well adjusted socially. 
One of our needs today is to work toward making this Utopian 
l ideal more of a reality than it now is. Deweyts words express 
this same thought: 
------
I believe that the school is primarily a 'Social 
institution. Education, being a social process, the 
school is simply the form of community life in which 
all these agencies are concentrated that will be most 
effective in bringing the child to share in the in-
herited resources of the race and to use his powers 
for social ends. I believe that education, therefore, 
is a process of living and not a·preparation for 
future living. 
1John Dewey, MY Pedagogic Creed (New York and Chicago: E. 
L. Kellogg and Company, 1897) p. 7. 
3 
This does not mean that learning which takes place in the 
second grade does not have its influence later on, for he goes 
on to say elsewhere, 2 in his tb,eory of "the experiental con-
tinuum," 
• • • wholly independent of desire or intent, 
every experience lives on in further experience. 
Hence the central problem of an educ~tion based 
upon experience is to select the kind of present 
experiences that live fruitfully and creatively in 
subsequent experience. ' 
And again: 
A primary responsibility of educators is that 
they not only be aware of the general principle of 
the shaping of actual experiences environing con-
di tiona, but that they also recognize in the c·on-
crete what surroundings are condusive to having ex-
periences that lead to growth. Above all, they 
should know how to utilize the surroundings, physical, 
and social, that exist so as to extract from them all 
that they have to contribute3to building up exper-iences that are worth while. ,, 
Kilpatrick has said it this way: 
It is the quality then of the childts day-by-
day living that counts. • •• It is the quali.ty 
of that living for which we, his elders, must con-
stantly work. That defines our task. 
PHYSICAL FACTORS INFLUENCING CAPACITY DEVELOPMENT 
General Health 
It is a known fact that when our health is at a low ebb 
2John Dewey, Experience and Education (New York: The Mac-
millan Company, 1946) p. 16. 
0 Ibid., P• 35. 
4william H. Kilpatrick, "Philosophy of Education from the 
Experimentalist Outlook," Forty-first Yearbook of the National 
Society ~or the Study of Education, part I. (Chicago, Illinois 
1942) p. 70.- -
4 
we are not at our best mentally or emotionally. Consider, then 
the child handicapped by ill health and with no experience to 
recognize it ~or what it is or to make allowances for it. He 
cannot do his best work, and reading ~allures can be directly 
or indirectly traced to poor health. Gates5writes: 
Learning to read requires alert attention and 
good concentration on the task at hand ••• 
0 
Some children fail to learn or learn slowly be-
cause of physical distress or poor general physical 
condition. • • • Sometimes the child who is below 
par physically becomes almost continuously inatten-
tive or drowly. 
Physical distress and poor physical tone may 
result ~rom many different causes, any one o~ which 
may seriously inter~ere with the child's success in 
reading. Consequently, such symptoms as lethargy, 
inattention, irritability, drowsiness, excitement, 
and nervousness should be noted and the pupil prompt-
ly re~erred to the best available source for medical 
attention. 
Taking the child to task ~or any of the above mani~esta­
tions should be postponed until the child's physical condition 
is known. The underweight child, too, is seriously handicapped 
6 in learning to read. Dr. Lydia J. Roberts gives ~ifteen per 
cent underweight as the level below which it is pretty certain 
that his body tissues will be depleted. "Highly significant 
~· is th~ fact that the undernourished child can gain i~ put 
, 5Arthur I. Gates, Improvement of Reading (New York: The 
Macmillan Company 1948) p. 102. 
6Lydia J. Roberts, 11Review of Recent Literature on Certain 
Phases of Nutrition Research and its Significance in Child 
Development," Third Conference on Research in Child Develop-
ment o~ the National Research Council (Toronto, Canada: Univ-
ersity o~ Toronto 1929) p. 252. 
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on a normal diet and rest program." 
In the introduction to her book, Health Education in the 
Elementary School, Coops7 has listed these premises, to show 
the importance of the role played by the school: 
! healthy child is ! happy child 
Health education is a springboard to joyous 
and effective living 
A child comes to school to learn about life 
The schoo~has a maJ0r responsibility in the 
health-education of youth 
A child learns £I doing 
Habits and attitudes of healthful living re-
sult from purposeful experiences that are 
evaluated by the child himself 
The 
The 
teacher sets the stage 
The teacher plans learning experiences and 
then guides the child in meaningful ad-
ventures in healthful living 
school and community join forces 
Health education is a joint concern of home, 
school, and community. Basically a child 
learns about health in his home. His edu-
cation continues through comnunity contacts. 
The school represents the peak of his learn-
ing experience. 
The importance of physical, mental and emotional health 
is realized now as never before. To quote Tuttle8 . . . 
"health is important for the individual because of its bearing 
upon his normal, mental and emotional development." He goes 
on to say that society•s most serious health problems are those 
~ 7Helen Leslie Coops, Health Education in the Elementary 
.., School (New York: A. S. Barnes and Company,-r950) Introduction, 
p. vii. 
8Harold S. Tuttle, A Social Basis of Education (New York: 
Thomas Y. Crowell Company, 1934) p. 394:-
6 
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connected with moral delinquency, and that we now ~derstand 
the subtle influence of physical health upon moral stamina and 
integrity, and the impossibility of estimating the price "in 
terms of moral retardation for societyrs neglect of' the health 
of its growing children." 9 Hayes says, "Truancy, incorrigi-
bility, retardation, and finally physical and moral breakdown 
result from p4ysical handicaps which might be removed during 
childhood." There are many, but this study will mention only 
two, aural and visual. 
Audit~:>:py 
Willard B. Hargrave, 10 Executive Director of the Auric-
ular Foundation, Inc., of Los Angeles, spent eight years with 
the Juvenile Hall Hospital and Clinic in Los Angeles. He 
writes, 
As a result of those eight years of research 
I do not hesitate in stating that it is my belief 
that crippled hearing is one of the major factors 
of, if not the major factor in. child maladjustment 
today - not~at deafness itself is the major cause 
of maladjustment but the almost universal ignor,ance 
of deafness because of its complexities; its neglect 
by school authorities and their willingness to leave 
auditory matters in the hands of untrained persons. 
Mr. Hargrave, who talked to thousands of children, found 
that 55 per cent of boys and 51 per cent of the girls in 
~ 
9Edward Cary Hayes, Introduction to the Study of Soeiology 
(New York and London: D. Appleton and Company, 1915r-p. 290. 
lOWillard B. Hargrave, "Aural Reading and Child Mal-
adjustment," Claremont College Reading Conference, Twelfth 
Yearbook (Claremont, California Claremont College Curriculum 
Laboratory, 1947) p. 85. 
• 
Juvenile Hall had a loss of hearing of at least twenty decibels 
in one frequency of the speech range. While this study is not 
dealing with delinquency, the above infor.mat~on does bring home 
the fact that delinquency starts with maladjustment, and mal-
adjustment can start in the school. If an average or superior 
child is auricularly handicapped, and there is no recognition 
of his difficulty and no provision made to assist him in his 
learning, then discouragement, failure and wrong attitudes re-
sult. If, on the other hand, a child has been adequately 
tested, and the teacher knows the nature and extent of the 
I 
trouble, she can be on the alert to help him and thus avoid 
failure and its attendant evils. 
The use of the pure tone audiometer in testing will show 
the extent of the distortion with which the child is trying to 
cope. Therefore every child of average or superior intelligence 
who is failing in reading should be so tested. Some children 
hear the high tones and miss the consonants, while others hear 
the low tones and miss the vowels and guttural sounds. Those 
\ 
who hear high tones need less volume while those whose ears are 
tuned to the low ones need more volume. When the teacher knows 
these facts about each individual who is aurially handicapped, 
she is able to provide for his needs. If she can get those few 
who are on the borderline of achievement and have never before 
made the grade because their handicap was not known, she will 
be changing attitudes of bewilderment and confusion to under-
standing and orderliness. These are the children who can be 
8 
) 
helped completely and satisfactorily by the classro'om teacher. 
The aggressive negativistic child who doesn't want ,it known 
that he does not understand will benefit immeasurably, because, 
knowing his problems the teacher can quietly s·ee that P,e knows 
what to do at all times. By knowing the type and degree of 
the child's loss as the audiometer reports it she can under-
stand why he rea~ts as he does in the classroom. By letting 
him know by her quiet help that she understands, she will 
develop his confidence in her and in himself. As Carter11 puts 
it, "In understanding him you have already started his emo-
tional adjustment to the classroom situation." 
Visual Defects 
James R. Gregg12 of the Los Angeles School of Optometry 
has made the following points about visual examinations with 
reference to reading: 
1. A distinction is made between the visual require-
ments for reading and the use of the eyes for 
distance seeing. 
2. The validity of far point tests of vision as a 
measure of visual capabilities for school work 
is questioned. 
3. Vision as a secondary cause may be a factor in 
retarded reading, its improvement is essential 
to the highest possible achievement. 
llEthel Carter, "The Classroom Teacher and the Aurally 
Handicapped Child," Claremont College Reading Conference, 
~welfth Yearbook (Claremont, California, Claremont College 
eurriculum Laboratory, 1947) p. 95. 
12 James R. Gregg, "Normal Eyes for Reading, tt Claremli>nt 
College Reading Conference, Twelfth Yearbook (Claremont, cal-
irornia, Claremont College Curriculum Laboratory, 1947) p. 75. 
T 
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) 
4. Normal eyes for reading must be specified upon 
the bases of tests made at the reading distance 
with eyes actively engaged in the seeing act. 
5. A complete visual analysis, including the visual 
skill tests, should be made of every child who 
reads at a level below his potential capacity. 
The Snellen Chart, so commonly in use, measures vision 
at 20 feet, but, as stated above, reading is done at the near 
point and the validity of far point testing might well be 
questioned. In many schools it is the only visual test given, 
and only if the child does not give a good performance is he 
given further attention, and that of the same kind. If he is 
marked 20/20 all is considered well. If he cannot see at the 
near point, nobody knows about it except as it becomes evident 
in the classroom. He may be failing in reading because of 
I 
this inadequate examination. 
Bennett13 says that because of the low order of eye coor-
dination obtained among kindergarten and first grade children 
the child who is failing in reading should have his eyes 
checked as a possible cause. According to Millard: 
14 
Young children are farsighted. Normal or 
binocular vision is characterized by cooperation of 
both eyes, resulting in single·vision with a proper 
perception of depth. Although normal for them, many 
children are slow in arriving at this stage of 
13chester c. Bennett, "An Inquiry Into the Genus of Poor 
Reading,'t Teachers College Contribution to Education, No. 755 
(New York: Columbia University, 1938) p. 16. 
l4cecil v. Millard, Child Growth~ Development in.~ 
~~emen~ar~ School Years (Bos£on: D. C. Heath and Company1 p. 
21. 
10 
maturation, some as late as eight years of age - an 
age beyond the normal introdu~tion of reading. 
Such children are certain to have difficulty in reading. 
~ A knowledge of the child's difficulty is invaluable to the 
:beacher in enabling her to help him. As with heari'ng diff'i-
culties, if the teacher knows which children are visually 
handicapped, and the nature of' the difficulty, she 'can see to 
it that he is advantageously seated, that he changes his seat 
quietly when there is need, and, most important of' all, that he 
is conscious of sympathetic understanding of his problem and 
that his joy in achievement is shared. Davis and Ilge15 write 
that these children whose reading difficulties are caused by 
poor reading vision must learn via the kinaesthetic and tactile 
senses as they at the same time have therapy to correct their 
visual discrepancies, for with many approaches keye,d to success 
levels they are learning and not just sitting in a classroom 
day after day, becoming more and more discouraged. Even if the 
visual handicaps cannot be entirely overcome, Hathaway 16 says, 
'a knowledge of' their existence may facilitate proper placement 
and be of much assistance to teachers in determining desirable 
methods of approach." 
15Louise Farwell Davis and Vivienne Ilge, "Reading the 
Visual Abilities of' Children," Thirteenth Yearbook of' the 
,Claremont College Reading Conference (Claremont, California, 
1948) P• 54. 
16winifred Hathaway, Education and Health of' the Partially 
Seeing Child (New York: columbia university Press,~43) p. 
20. 
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EMOTIONAL'FACTORS INFLUENCING DAPACITY DEVELOPMENT 
Fears 
0 "Fear is always the most :treacherous of the emotions." 
17 So say Ernest R. Groves and Gladys H. Groves in their book, 
0 
Parents and Children. And Millard18 writes: 
Supposed delinquent behavior is frequentiy the 
result of fear. The child may have fears regarding 
his status in a group • • • afraid to face a home 
situation or a relationship which seems to him in-
tolerable. 
It is very possible that the school situation seems in-
tolerable to many children. Where fear of the consequences of 
failure is used as a spur, it can have the opposite effect. 
Fear of ridicule has silenced many a child, too. ~ccording to 
19 Jersild, threats are a cause of fear. 
AmQng influences that aggravate a chi~d's fears 
are threat-s by parents, teachers and playmates. 
It is hard to conceive of anything more brutal 
than a policy of using terror as a means of control-
ling a child ••• ,. The whole of society conspires 
and contrives to use fear for ulterior ends. So it 
is that the main support of morality, the incentive 
to thrift, honesty and sobriety and all the virtues 
so often lies not in a bent for what i.s good but in 
fear of the consequences of doing wrong. 
The most effective method of dealing with fear 
is to help him, by degrees, to come actively and 
directly to grips with the situation that scares him; 
17Ernest R. Groves and Gladys H. Groves, Parents and 
Children (Philadelphia and London: J. B. Lippincott Company, 
1928) p. 77. 
18 
· Cecil V. Millard, op. cit., p. 239. 
19Arthur T. Jersild, Child Psychologl (New York: Prentice-
Hall, Ihc., 1947) p. 276. 
12 
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0 
to aid him in acquiring experience and acquaintance-
ship with it; to aid him in acquiring skills that are 
of value in coping with the feared event. 
He also. says20 that skills alone will not solve problems 
·Of fear, but the child WhO acquires competence plUS the best 
,, 
array of skills ~s likely to have the fewest fears. These in-
clude "competence in ways of dealing with other persons ••• 
. , 
and intellectual skills in the form o~ information and knowing 
how to proceed." The school plays an important part in build-
ing up the child's confidence in himself where lack of it is 
seen to be contributing to his fear of failure. 
Security 
21 Millard says, fiAll children need to be motivated by a 
desirable environment, by parents and teachers in order to es-
tablish the acceptance and security which is so essential for 
normal behavior. 11 In his early years the child has the need 
of belonging to the family; then as he gets older ~a needs the 
acceptance of playmates as well as the family. At school age 
it is acceptance by his playmates which is importatit. 
He also writes22 
Security and belonging make it unnecessary for 
the child to slide into behavior deviations at the 
slightest environmental provocation. For him there 
is no strong need for compensation, no revenge 
motive, no bitterness. 
20Arthur T. Jersild, op. cit., p. 283. 
21cecil v. Millard, op. cit., p. 239. 
22rbid., p. 355. 
13 
Attitudes 
Alice and Lester Crow~ave written: 
Children tend to imitate the attitudes of their 
elders • • • Attitudes offer driving force toward 
greater achievements. They affect all human values 
and are effective in the realization of successful 
accomplishlg~n,t of desired goals. 
-Attitudes affect the entire person. His 'well-
being, his thinking, his emotions, and his behavior 
are influenced by his feeling tones. 
Attitudes are contagious. As certain attitudes 
appear in the behavior of others, we are stimulated 
to display soma of the srune attitudes. It is a right 
of the growing child to be stimulated by people who 
exhibit desirable attitudes towards most of lifers 
issues. Adults are often unaware of the effects of 
their own attitudes upon the lives of children ••• 
Adults help to make childreB what they are in their 
attitudes. 
Parents and teachers share a grave responsibility in the 
development of right attitudes in children: they can influence 
for good or ill, constructively or destructively, as a help or 
hindrance toward that which is best in life. They24 also say: 
An efficient, happy, and contented person 
possesses habit patterns that free him from emo-
tional tensions, conflicts,·discords, and incon-
sistencies. He welcomes change and develops an 
attitude that will bring about satisfactory ad-
justments to the constantly changing forces and 
stimuli of his environment. It is the well-
adjusted, well-integrated, adaptable, and ple~ant 
person that educators are hoping to develop through 
training. 
23Lester D. Crow and Alice Crow, Mental Hygiene in School 
and Home Life, (New York and London: McGraw-Hill Bo,okCompany, 
1942}'P:' s.-
-24Ibid., p. 4. 
14 
Gates 25 writes that there is now substantial evidence to 
show that success in reading depends in a large measure upon 
I 
the kind of mental and emotional adjustment the pupil makes to 
the learning situation, while Morgan26 feels that ',fortitude 
' 
can be learned. It is "nothing put a name for the habit of 
success, and cowardice is the name for failure." Failure is 
discouragement become dimensional and it is distressing to 
contemplate the numbers of children who have beco~e failures 
because wrong attitudes have been allowed to develop. As ~s 
known, not all children re~pond to the same challenges and un-
less the teacher is able to find out what stimulates the inter 
est of each child some very alert ones may become indifferent 
or rebellious. There are many children of superior intelli-
gence, capable of doing excellent work, who are failing in 
school and who are developing habits of laziness and whose mal 
adjustments are turning to misconduct. "The habit of success 
is the goal of every individual ••• but like other habits it 
must be taught."27 
25Arthur I. Gates, Improvement of Reading (New York: The 
Macmillan Company, 1948) p. 110. --
26Jobn B. Morgan, The psychology of the Unadjusted School 
Child (Boston: The Macmiiian Company, IS3~p. 56, 
27Ibid., p. 64. 
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ENVIRONMENTAL FACTORS INFLUENCING CAPACITY DEVELOPMENT 
The Home 
It would be very unwise to minimize the importance of 
the home in its influence upon the development of children to 
their fullest capacity, even in a study emphasizing the role 
of the school in such development. In the first place, the 
home, used in its broadest sense, is responsible for the 
childts capacity. In the second, it has the first and great-
est opportunity, in point of view of time, to help him to 
capacity-achievement. unfortunately, there are too many 
homes where this awareness does not exist. Parents with chil-
dren of average intelligence should give them every assistance 
in realizing their potentialities. This assumes intelligence 
on the part of the parents. But, says Millard: 28 
Every child progresses toward a specific max-
imum as long as the conditions under which he is 
growing remain quite constant. • • • Parents rarely 
think of mental or academic limits in connection with 
their own children. 
He is calling attention to the other side of the problem, 
the ceiling of intelligence in the average child. That, too, 
is important, for many children are doomed to failure by 
parents who expect greater achievement than their capabili-
ties. 
As to the problem of parents of exceptional children, 
28cecil v. Millard, Child Growth and Development in the 
Elementary School Years (Boston: D. C. Heath and Company, 
1951) p. 14. 
16 
Laycock and Stevenson29 say: 
Since the objectives of education for all children 
are those of self-realization, happy human relationships, 
economic efficiency, and civic responsibility, parents 
of exceptional children will have to be helped to under-
stand that it is merely a matter of changing the means 
of attaining these objectives in the case of their 
children. 
30 
And Miriam Van Waters writes: 
What is the task of the parent of a gifted child? 
First, to attend to his health and normal growth freed 
from adult interference or the presence of a selfish 
goal. Next, unmittigated common sense and sturdiness 
of outlook, a sense of humor, and the upholding of a 
worthwhile task. 
Undoubtedly, common sense would improve all our relations 
with all children, especially in cases of ma~adjustment. 
31 
. d h . 1 t . th Morgan cons~ ers sue cases mere y as s ages ~n e process 
of· learning to be mature and if treated as such, lead to an 
integrated adult life; but if incorrectly treated may grow 
' 32 
into permanent pathological mal.adjustments. P.nd Witty feels 
that the greatest need of gifted children is for parental 
understanding of their social and emotional growth. 
29 ' Samuel R. Laycock and George s. Stevenson, 11 Parents' 
Problems with Exceptional Children", Forty-ninth Yearbook of 
the Societ! for the Study of Education Part II.(Bloomington, 
!lTinois, 9nuT p. 123. 
30Miriam Van Waters, Parents on Probation. (New York: 
New Republic, Inc., 1927) p. 234. --
31John B. Morgan, The Psychology of the Unadjusted School 
Child. (Boston: The Macmillan Company, 1936) p. 10. 
32Paul Witty, "The Education of Gifted Childr'en and 
Youth", Understanding the Child, No. 2, Vol. XX, April, 1951. 
p. 37. 
17 
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In matters of behavior deviations, the following may be 
said to be true for all children, according to Millard. 33 
No matter how simple or serious the act may be, 
the love relationship between the child and certain 
adults on whom he dpends for help are almost always 
involved •• ,. • • Perhaps the most difficult kind of 
child-parent relationship is that in which there is 
a great show of superficial love and affection with 
no real depth or sincerity. 
And this : 34 
••••• the child who has everything or nothing is 
a behavior risk. • • This • • • does not help the 
· child to make a living or to learn cooperative social 
techniques. The child who has too little is handi-
capped. He will resist working toward a goal which 
provides a community dividend. The child who has 
had too much cannot easily see the value of working 
with someone else because he has always obtained his 
own goals without any effort. 
The conclusion may be reached that the development of 
capacity-achievement is a serious responsibility, but one which 
will enrich the lives of both parents and children. We would 
35 indeed wish for more intelligent homes, using Dewel's def-
inition of such: 
An intelligent home differs from an unintelligent. 
one chiefly in the habit of life and intercourse which 
prevail, are chosen, or at least, colored by the thought 
of.their bearing upon the development of children. 
The School 
If every child had well adjusted parents and teachers 
tbere would soon be few Unhappy, maladjusted, or delinquent 
33 Millard, op. cit., p. 241. 
34Ibid., p. 474. 
35John Dewey, Democracy and Education (New York: The 
Macmillan Company, 1916) p. 2~ 
18 
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children. But since this is not the lot of all children, and 
since parents are more numerou~ and more difficult to reach 
for re-education, perhaps teachers will assume this added re-
36 
sponsibility. According to Morgan, 
The teacher must have an accurate knowledge of 
the various types of adult behavior and must be able 
to discriminate clearly between wholesome and path-
ological traits. She must understand which bits of 
childish conduct are likely to develop into unfor- · 
tunate adult traits and which are like.ly to grow into 
desirable ones. She must be able to discern the first 
sign of maladjustment in a child without assuming that 
he is already in a hopeless condition. She must be 
able to redirect him into more desirable substitute 
forms of conduct. 
He goes on to say that the main object of education is to 
fit the individual to become successful in his personal rela-
tionships with others. An educational system which is doing 
this is a good one and is doing its students a real service, 
but "any system which makes its students less able to secure 
the love and friendship of other human beings is a tilure. 1137 
It is interesting to speculate on how our school systems would 
measure up to this ideal. Experience tells us that this devel-
opment of personal relationships is fostered by those individual 
teachers who themselves are able to engender the love and 
~riendship of others. 
Lester and Alice CrowB8 have said that we must make every 
0 36John B. Mo:gan, The Psychology of the Unadjusted Child (Boston: The Macm~llan Company, 1936) P: ~ 
37Ibid., p. 7. 
38Lester D. Crow and Alice Crow, Mental Hygiene in School 
~?~ Home Life (New York and London :McGraw-Hill Book Company, :S42) 
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e£fort to determine the character traits a teacher must have if 
he is to give the greatest assistance to the learner. And 
39 Fenton writes: 
If the teacher can distinguish between the child 
and the behavior, he has the key to his own salvation 
in the situation. The behavior is wrong, to be sure, 
but the delinquent is, after all, just a child who 
has grown into undesirable ways of behavior. 
To remember this would eliminate so much of beginning dis-
ciplinary problems, for the hasty word would not be spoken, the 
word that called forth an answering, i£ unvocalized, resentment 
which grew with repetition, and became a problem. "Children and 
teachers have similar needs. They require dignity, respect, 
congenial relationships, affection, security, etcetera, in 
order to make good adjustments in the school situations," says 
40 Bullen. 
Few thinking people concerned with the educat~on o£ the 
young would desire the return of the educational methods of the 
past with their emphasis on rote learning, standardization of 
procedure and conduct and teacher motivated lessons. In the 
minority, also, are those who hold that the freedom of the 
child is the only criterion of the success£ul school. It is 
the integration of the idea of the importance of the individual 
39Norman Fenton, 11The Delinquent in the Classroom," 
National Society for the Study of Education, 47th Yearbook, 
part I (Chicago, Illinois, 1948~p. 60. 
40Hazel Edna Bullen, ".!\ Survey of Contemporary Views on 
Causes and Treatment of Beginning Maladjustment as a Forerunner 
of Delinquency," Unpublished Service Paper, Boston University, 
Boston, Massachusetts, 1950, p. 83. 
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and his ability to participate in group life for the good-of al 
that education should work toward. As Kilpatrick41 has ex- -
pressed i,t:: 
Any ad~quate educational program will thus be con-
cerned to help each individual child grow up from his 
state of initial independence into full participation 
in the richer available group life, including, in a 
democratic country, a full share in the active manage-
ment of group affairs. 
There is no one way of teaching, but the learning which 
takes place depends upon the degree to which each pupil becomes 
42 
an active participant in the enterprise, according to Chave. 
As Swenson4~ puts it: 
Obviously the pupil must participate in the eval-
uation of his work because he knows better than anyone 
else what he is trying to do • • • the old argument 
about the proper balance between too much and too 
little pupil freedom in the classroom goes back for 
its solution to goal directed activities. The solu-
tion of this problem for each primary grade classroom 
is to be found in the teacher's own answers to the 
following questions: What are we trying to do? Is 
this freedom necessary to accomplish our goal? -
The theme of the individuality of education is further 
developed by Dexter, 44 who says that there are three particular 
41William H. Kilpatrick, "Philosophy of Education from the 
Experimentalist Outlook,n-'.Forty-first Yearbook of :the National 
Societi for the Study of Education Part I, (Chicago, Illinois, 
1942) p.40.- -
42Ernest R. Chave, personality Development in Children 
(Chicago, Illinois: University of Chicago Press, 1937) p. 78. 
43Esther J.- Swenson, "Applications of Learning Principle.s 
to the Improvement of Teaching in the Early Elementary Grades," 
Forty-ninth Yearbook of the National Society !or the Study of . 
Education, Part II {Chicago, Illinois, l950) p:-278. ---
44Robert Cloutman Dexter, Social Adjustment, (New York and 
London: Alfred A. Knopf, 1927) p. 76. 
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mala?-justments to which education is calling attent,ion at this 
time: lack of attention to the physical needs of childhood, 
lack o~ application o~ modern psychology, and regimentaion o~ 
our school systems. 
The third ~ault is important from a social as well 
as ~rom an educational point o~ view. Individuality 
is to a very large extent taboo in our schools, espec-
ially in the large city systems. • • • Education •• 
·is individual, and when mechanized and made a matter of 
routine, instead o~ being socially bene~icial it be-
comes sterile ~or most pupils, and soul destroying ~or 
many. • •• We are beginning to see that education is 
an art, not an industry, and that the same spirit o~ 
individualization which animates the artist should 
animate the educator. 
The tasks of the school are legion. Among them is train-
ing for constructive and satisfying use of leisure time. It is 
by no means too soon to start in the elementary grades. As 
Tuttle45 says, a taste for music or literature or the arts 
cultivated in school will enrich society as well as the indi v·~· 
idual. If a person has a wide range of avocational interests 
he can live an interesting and full life, and many a child and 
adult has discov~red talents he might never have enjoyed if he 
had not had the inspiration and impetus of contact with them. 
The following presents another set of tasks for the 
school. Kilpatrick46 writes: 
-
We have to prepare·our youth to live amid condi-
tions yet to come, amid conditions now unknown to us. 
We cannot teach them the answers to their problems -
~ 45Harold s. Tuttle, A Social Basisar Education, (New York: 
Thomas Y. Crowell Company; 1934) p. 394.-
46Kilpatric~, op. cit., p. 40. 
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we do not know what their problems will be. We ha~ve 
then to get our young people ready to meet that un-
known £uture. As we think of this task of our schools, 
we can name certain things which with re~sonable cer-
tainty they must work to get. (1) • • • School li£e 
must be concrete. (2) ••• We must care for each 
child•s personality adjustment as we have never done 
in the past. (3) There are certain social-moral atti-
tudes and habits £or which we must work in season and 
out. In addition to such older virtues as truth-
tell'ing and honesty, we must work for an effective 
regard for the rights and feelings of others on terms 
of justice and £air play; and for an ever broader and 
deeper acceptance o£ effective responsibility for the 
common good. (4) ••• We £ace the moUnting danger of 
an tncreasing load of unsolved social problems. 
With children of average and superior capacity, if desir-
able experiences are provided, those already part of them in-
terpreted in so far as that is possible, it should be practic-
able in the early grades to so enrich their learning that the 
habit of interest there begun would continue to grow. 
47 It has been said by Bennett that the aim of intelligence 
testing is not to interpret the intelligence in terms of the 
I.Q. but in terms of teaching procedures. From Baker48 we 
learn, 
In d~aling with mental differences from this point 
of view, we find that a low I.Q. signifies a pupil who 
must have material presented in short and simple units, 
with immediate ends, whereas a high I.~. signifies the 
need of large units of a comprehensive nature, which 
have very ulterior ends. The low I.Q. denotes work o£ 
47chester C. Bennett, 11An Inquiry Into the Genus of Poor , 
Reading," Teachers College Contributions to Education, No. 755 
(New York: Teachers College, Columbia University Press,l938) p. 
8 •. 
48Henry J. Baker, Characteristic Differences in Bright and 
Dull Children (Bloomington, Illinois: Public School publishing 
Company, 1927) p. 108. 
23 
/! I 
an abstract, generalized, and complicated nature. 
It can be inferred from the above statement that the average 
child will need work in units of moderate length, of a moder-
ately comprehensive nature, some with the immediate end in 
view, some of a more generalized nature, but not too compli-
49 c~ted. While the average child is a composite being, Baker 
says again that the mental growth of the average group tends 
to equal and parallel the increase in chronological age. As 
Witty50 has written, "Education is looked upon as a process 
which seeks the maximum development of every boy and girl ac-
cording to his unique nature and his needs." 
The question, "What makes' a good school today?" was dis-
cussed by the Massachusetts parent - Teacher Association at 
51 their mid-winter conference. Dr. Harold B. Gores, superin-
tendent of schools in Newton, asked the following questions: 
1. Is the material taught relevant to the need of the 
child in this day and age? Are basic issues facing 
the nation being r~cognized? •••• 
2. Is the curriculum sensitive to the individual child so 
that he is not thrust into a set mold? Dr. Gores ex-
plained that almost 85 per cent of the remedial reading 
cases taken to Boston university recently were the re-
sult of forcing a child to read too soon. 1 
I 
49 Ibid., p. 108. 
50 
paul Witty, "The Education of Gifted Children and Yout'j:l." 
Understanding the Child, No. 2, Vol. XX, April, 1951. 
51 
The Christian Science Monitor, Boston, Massachusetts) 
January 25, 1952. 
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3. Is the curriculum challenging? He quoted Winston 
1 Churchill, Britain's Prime Minister, as describing his 
experience in school as the only barren period in his 
lif'e •••• 
4. How far behind that does the curriculum lag behind what 
we know is good? EXplaining that it is of'ten said the 
typical school l~gs f'orty years, he said, "If' we lag 
twenty-f'ive years behind, that makes us f'eel progres-
sive." 
5. Does the curriculum capitalize on all the intelligence 
available? 
6. Has the school had any impact on0~.fuecommunity? 
7. Does the curruculum teach the need for acting f'or the 
common good as well as the importance of' individuality? 
Such questioning has come a long way from such criteria as 
a perfectly quiet room, all activities discernible at a glance, 
the teacher in front of the class, pref'erably on her f'eet, 
everyone's eyes on the same spot in the book. There has been 
in some cases a concern with the superficial in education. That 
parents and teachers are concerned with the larger issues augurs 
well for the future. It is to be hoped that such thinking will 
leaven the whole lump. 52 .. Betts says that a good school J.S an 
evolution, that learning conditions are being improved gradually 
and consistently. We hope for more of' them. 
52Emmett Albert Betts, The Prevention 
~eading Difficulties (EVanston, Illinois: 
Company, 1936 p. 45. 
and correction of' 
ROi, peterson ana 
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In the next chapter, against the background of the phys-
ical, emotional, and environmental factors influen,cing capacity 
development discussed in this chapter, attention is to be 
focused upon the influence of the school in reading and social 
development, and four phases of reading experience are to be 
considered. They are: 
1. The basal reading program 
2. The experience-unit program 
3. The personal and recreational reading program 
4. The re-educative or corrective program 
These classifications are from Bond and Wagner. There 
will be a general presentation of them from the li'terature and 
experience, and an attempt will be made to see how each may 
contribute to the childts fullest development. In the general 
discussions the average child, even though not specifically 
mentioned, will be kept in mind. There will be special refer-
ence to the superior child. 
The direct quotation from which the four phases of reading 
experience are taken is as follows: 
For the purpose of discussion the reading program 
may be thought of as consisting of four classifications 
of reading experiences: those experiences designed to 
show the child how to read - that is, the basal read-
ing program; those experiences designed to use reading 
in the solution of fundamental proplems - the experience 
unit program; those experiences designed to foster per-
c=) sonal growth and literary appreciation - the personal 
Guy L. Bond and Eva Bond Wagner, Teaching the Child to 
Read. (New York: The Macmillan Company, Rev. Ed., 1950) p. 14. 
Loc • .£!:!?.• 
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and recreational reading programl those experiences 
designed to correct f'aulty learning - the re-educative 
or corrective program. 
27 
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CHAPTER III 
THE ~ASAL READING PROGRAM 
1 
From Bond and wagner comes the statement that every child 
who is capable of coming· to school can be taught to read. It 
I 
follows, then, that every child to be considered in this study, 
the average and the superior, can be taught to read. And agai , 
2 
from these same authors, "To the extent that the reading pro-
gram is adjusted to known strengths and limitations of child 
growth in reading will it be compatible with the potentialities 
of children." 3 Harris says that comparatively f~w people ever 
reach the maximum degree of reading proficienqy of which they 
are capable and that there are possibilities for improvement 
for average and superior readers as well as for poor readers. 
The purpose of the basal reading program is to ·systematically 
develop reading abilities, skills and techniques. Readiness 
for reading will be considered as part of the basal program 
since its purpose is to systematically prepare the child for 
reading. 
"Almost every child wants to learn to read as soon as 
1 Ibid., p. 14. 
2 
Ibid., P• 16. 
3 Albert J. Harris, How to Increase Reading Ability. (New 
York: Longmans Green ana-company, 1947) p. 19 •• 
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possible after he enters grade one. 11 So say the authors of 
4 Effective Reading Instruction. This being so, it is not sur-
prising to read Gatesr 5 question: "Why do we find so many 
pupils, soma of them of superior intelligence in the very best 
schools and under exceptionally able teachers, failing to learn 
6 
to read satisfactorily?" Hildreth gives one ans~er by saying 
that the first five years have dealt harshly with many chil-
dren who have been through a great deal by the time they enter 
school; some have suf~ered emotional frustration at home and 
are thereby unfitted for ~ollowing school routines and respond-
ing to school instruction. If the frustration continues and 
there are no school successes up to the time he enters the 
second·grade, the situation will be progressively worse. The 
longer the situation continues, the more difficult it will be 
to remedy it. Many children are handicapped by a lack of books 
in the home, resulting in a lack of interest in them. Others 
are conditioned against sch0ol by other members of the family 
whose experiences have not been successful or pleasant. Some 
are belligerent, some are apathetic, but all need to learn to 
read, and only the school can meet this need by creating in 
~ 4M. E. Broom, Mary Alice Allen Duncan, Dorothy Emig, and 
Josephine Steuber, Effective Reading Instructions. (New York 
and London: McGraw-Hill Booi Company, Inc., 1942) p. 88. 
5 
Arthur I. Gates, The Improvement of Reading. (New York: 
The McMillan company, 1948) p. 3. --
. 
6Gertrude Hildreth, Readiness for School Beginne~s. (New 
York: The Ronald Press company, l94sr-p. 30. 
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them the desire to read. 7 According to McKee, there are chil-
dren who enter school with some slight training in reading 
where there has been some teaching at home; some enter with a 
wealth of experience and a desire to read; others have had 
training in problem solving; while many enter with no back-
~round which may be considered conducive to learning to read. 
Added to these discrepancies is the wide range of capacity for 
learning, and supe·rimposed upon all these is the emotional 
equipment of each individual child. The importance of readi-
ness for +earning can be seen when the differences to be met 
with in each classroom is realized. 
Another. answer lies in the fact that there ~ave been too 
many unhappy initial reading experiences. Monroe8 writes: 
Favorable attitudes toward learning to read spring 
.from two sources: (1) happy p~eschool experiences with 
books in a home where children are accepted and loved as 
they are, a home which has fostered nor.mal growt~ of per-
sonality by.guidance rather than by pressure, and· {2) 
happy school experiences with books in a classroom where 
relationships with teachers and classmates and with appro-
priately selected materials encourage continued favorable 
attitudes. · 
If the first source, happy preschool experiences, has not been 
" 
the lot of the child, and that is true for so many of them, 
then it is binding upon the school to sunply the second. And 
7paul McKee, Reading and Literature in the Elementary 
School. (Boston: Houghton Mifflin Company, 1934) p. ,262. 
8 
Marlon Monroe, Growing Into Reading. {Chicago: Scott, 
Foresman and company, 1951~ p~. 
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Hildreth says: 
In a good school children are happy and take pleasure in 
accomplishm~~tbecause of the warmth of affec.tion .they 
feel. The teacherrs attitude shows permissiveness and 
acceptance. In order to make headway at school a child 
needs sympathy, encouragement, and intelligent understand-
ing, as well as plenty of mothering, from the teacher. All 
normal children crave and demand affection. They must have 
approval, otherwise they lose interest and seek outlet in 
more satisfying types of behavior. The teacher should 
help the c·hild to see that she has confidence in him. 
Throughout the literature tbere is emphasis upon the need for 
satisfying school experiences, and especially at 'the beginning 
of a childrs school life. It is important that the first days 
of reading instruction be pleasant and satisfying, so that a 
real desire will be generated. This in itself will not auto-
matically insure reading success, but lack of des1ire to read ma 
keep the child from reading even though other conditions be 
right. 
The reading readiness program has as its purpose the prepa 
ration of children for the teaching of reading. Reading readi-
10 
ness, according to Huggett and Millard may be defined as 
"those preparatory activities which will assist the child to 
make rapid progress when he begins his for.mal reading instruc-
tion. n· ·Harrison11lists four· instructional tasks to be under-
taken in a reading readiness program: (l) the development of 
9 
Hildreth, op. ~., p. 159. 
10 ~lbert J. Huggett, J., and cecil v. Millard, Growth and 
Learning in the Elementary School. (Boston: D. c. Heath ana--
Company, I946}'p. 177. 
11 M. Lucille Harrison, Reading Readiness. (Bo,ston: Houghton 
Mifflin Company, 1936) p. 185. 
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the necessary concepts with which to read, (2) the building of 
a vocabulary including the necessary words as carriers of mean-
ing, (3) increasing ability to understand sentences, and (4) 
developing interests in the minds of pupils for read~ng specif-
ic materials so that interest in meaning is at a high level. 
They may be used to maintain readiness for various subjects 
throughout all the g~ades of the elementary school. This does 
not limit the concept of readibess only to reading and the firs 
school experiences. Witty12calls it "a soundly conceived expan 
sion of a significant educational principle." 
McKee13 lists seven fields of instruction in the period pf 
preparation: (1) providing pupils with real, varied, and r&ah_ I 
experiences essential to the getting of meaning from material 
to be read; since there can be no reading without meaning, it 
is here that a background for future reading is established, by 
first hand encounters with trips, social activities, construe-
tive. activities, nature, games; and vicarious or indirect ex-
periences from stories, poems, pictures, and songs, (2) train-
ing in the use of ideas by seeking to teach pupils how to make 
use of his ideas and past experiences in solving honest and 
real problem~tic situations, (3) training in the speaking of 
simple English sentences for the oral expression of thoutht, 
.~ 12paul Witty, Reading in Moder.n Education. (Boston: D. c. 
~ Heath Company, 1949) p. 5 .--
13paul McKee, Reading and Literature in the Elementary 
School. (Boston: Houghton Miffli~ Company,-r934} pp. 99 - 120. 
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(4) the development of .a wide speaking vocabulary by means of 
reading many stories to the children, discussing them, discuss-. 
ing activities in which they have participated, and by using 
new words in talking to them, (5) training in accurate enuncia-
tion and pronunciation; to accomplish this, the teacher must 
talk well herself, and should correct mifrtakes made by the 
children at the time they are made, (6) developing in the chil-
dren a desire to read by ~eading to them, surrounding them with 
attractive books, pulletin boards, allowing a qualified child 
to read aloud, and like incentives, (7) training in keeping a 
series of ideas in mind in their prope! sequence by retelling 
stories with events in their right order or recounting experi~ .1 ~ 
ences in the order of their occurrence. 
14 
Durrell says: 
Almost all problems in reading can be traced to a 
poor beginning, with difficulties increasing as the child 
progresses through the grades. This does not mean that 
first grade teaching is exceptionally poor. It means that 
confusions and difficulties appear.early in the reading 
process and that special effort should be made to analyze 
them and to provide for individual differences early in 
the first grade. 
To act upon the difficulty when it appears will prevent the de-
velopment of serious failures which handicap so many children 
with good abilities who should be reading well. That,. and the 
application of the principle that as soon as the material be-
gins to involve concepts and language constructio~s beyond the 
childts comp;ehension, the teacherrs task is to prepare him to 
14Donald D. Durrell, Improvement of Basic Reading Abilitief • 
(Yonkers-on-Hudson,New York:World Book-company.l940) p. 279. 
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deal with them. 
15 
Witty and Kppel give· the ~ailures in the ~irst and second 
grades as ~rom, twenty to thirty per cent in the ~irst grade and 
~rom ~i~teen to twenty-~ive per cent in the second, with ninety 
nine per cent of the ~irst ~raders and ninety per cent or the 
second graders failing in reading. His comment i·s that such 
large numbers are "pedagogically and psychologically :lnde~en-
16 
sible. 11 Hildreth says that the ~ailure rates are highest in 
the first grade because the schools have not provided a program 
designed to ~oster child growth at this period. '!nd many of 
these ~ailures are o~ normal and superior intelligence, accord-
17 
ing to Betts. It is not enough; to demand better methods o~ 
reading instruction or more remedial procedures; the great need 
is ~or a curriculum which will stress child growth and within 
its ~ramework teach the s.ub jects. That th~ child is o~ten 
subordinated to the curriculum would seem to be indicated by 
the incidence'of ~allures. 18 What is more, caswell writes that 
usually a child does not know the reason ~or his ~ailures. In 
many cases the teacher does not know the speci~ic causes. She 
15Faul Witty and David Kopel, ~eadinr and tlie Educative 
Process. (Boston: Ginn and company, 1939 p:-7~ 
16 Hildreth, op.~., p. 224. 
17 Emmett Albert Betts, The Prevention and Correction o~ 
Reading Di~ficulties. (Evanston~ Illinois: Row, Peterson, ana 
Company, l936) p. 23. 
18Hollis L. caswell, Education ~n the ·Elementary School. 
(New York: American Book Company, 1942)-p; 287. ' 
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may have a general picture, but if she is to show the child his 
mistakes so that he may go about correcting them, with her· 
help, she must know the specific way in which to help him. 
19 From Book comes the statement, "EXperiments have shown that 
in many instances of learning a clear knowledge of oners mis-
takes is a pre-requisite to further improvement." 2 And Caswell, 
again, says that after success the level of aspiration is usual 
ly raised. 
21 
There is truth in Bennettts statement that ·prevention is 
more efficient than remedy. It is known to be true medically 
as witnessed by the advance of preventive medicine. Remedial 
reading may be thought of a~ the preventive medicine of read-
ing; when effectively applied it prepares the child to use the 
tool which will serve him for a lifetime. What Charlotte 
Winsor22says is interesting: 
If we could but achieve a perfect timing and catch 
each child at his peak of readiness and then· provide the 
appropriate experiences from which his learning is to 
proceed, educating the child would be a delightfully 
simple task. • • • 
We accept the group nowadays, not as a necessary evil, but 
19
william F. Book, Economy and Technique of Learning. 
(Boston: D. c. Heath and company;-!932) p. 47.--
20caswell, Loc. cit. 
21 
Chester c. Bennett, "An Inquiry Into the Genus of poor 
Reading", Teachers College Contributions to Education, No. 775 
(New York: Columbia university, l93&N p.' 6. 
22charlotte B. Winsor, "Outward Bound", Child Study; 
Vol. XXXIX, No. I, Winter, 1951-52. p. lo. 
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as the most vital growth force available to the individ-
ual. There is, therefore, a continual attempt to strike 
a balance between individual readiness and what the group 
demands. The individual must achieve competence within 
the structure of his group, and it is the group which 
serves as his measure of success or failure ••• 
To focus attention upon the responsibility of the school, 
23 Lee has written: 
••• First and most important is the school situation 
itself, because of its widespread influence. It must be 
so set up as to administration, curriculum, st~ff, and 
home and school relationships, that it will further good 
adjustment ~nd desirable personality habits and attitudes. 
It must not be the cause, however unwittingly, of malad-
justments and problems •••• 
Because the overview of the reading picture is not always clear 
in the minds of the teacher, reading becomes a series of confu-
sions in the minds of the pupils. She must have clearly in her 
own mind what she is attempting to do, how she plans to accom-
plish it, what sources are available to her for reference, and 
an open mind so that she herself is teachable. S~e will be 
24 
concerned, as are Adams, Gray, and Rees when they say that 
really serious har.m to the childrs personality results if fail-
ure in reading is a dreaded part of every school day. For it 
is the teacher, herself, who is the major factor :in the school 
situation; it is she who can contribute to maladjustment in 
many cases, or contribute to its cure in many others. The word 
23J. Murray Lee and Dorris Lee, The Child and His curricu-
lum. (New York: D. Appleton-Century Company, l94QT p:-s9. 
24Fay Adams, Lillian Gray, and Dora Reese, Teaching Chil-
dren to Read. (New York: The Ronald Press, 1949) p. 200. ----
~6 
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"she" is always used, but Betts advocates that y,oung men in 
the elementary school would have a better underst'anding of boys 
and their needs. Be that as it may, upon "her" rests a tremen-
dous responsibility, 
It has been said by strickland26that the first value to be 
derived from reading is enjoyment and the acceptance of it as 
an integral part of satisfying living, secondly, the establish-
ment of the concept of reading as a process characterized by 
continuous growth and development, and third, an understanding 
of its relationship with other language skills and content 
areas. It is a tool which unlocks the magic content of printed 
matter for enjoyment and learning. The primary teacher who 
makes reading a vital and satisfying experience for young chil-
dren "guides them into the acceptance of reading,as a fundamen-
tal part of daily living." And from Parker27 comes this sen-
tence, 11We want the pupil to feel that reading furnishes de-
lightful experiences." Monroe28uses the same word: 
It is especially important that children•s efforts 
in reading should go well and result in feelings of pleas-
ant satisfaction and self-esteem. When attitudes are 
right for learning, when material to be learned is within 
the child's ability - not so easy as to lack challenge or 
so difficult as to be frustrating - and when the learning 
25 Betts, .£2 • .£!!•, p. ·4. 
26Ruth G. Strickland, "Appraisal of Contrasting Types of 
Reading Programs in the Primary Grades", The Appraisal of cur-
rent practices in Reading. Chicago university Press, Decem;-
ber, 1945. p. 30: 
27 
Samuel Chester parker, Types of Elementary Teaching ~ 
L~arning. (Boston: Ginn and Company,-r923) p. 94. 
28 Monroe o • ci~ 
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is successfully accomplished, there is a natural desire to 
continue learning. The child anticipates each succeeding 
reading experience with interest and delight., and these 
attitudes are favorable ones for both learnipg and reten-
tion. 
The word "delight" should command the attention af all teachers 
of primary school. If that could be the attitude created .at 
every reading opportunity, there would be few reaaing problem 
29 
cases. Bennett says that the childts. success ip learning a 
skill depends largely upon creating in ~im favorable emotional 
attitudes. 
The purpose of reading is to develop further social and 
individual development. That concept is seen throughout the 
' 
reading today. It is a broader concept than heretofore, when 
reading was looked upon as one of the three Rts, to be taught 
to every child at a given time, not the children's time, but 
when the course of study said he was ready for it. It was 
looked upon as an end in itself, and not as a means for fur-
30 ther growth, with, as Gould and Yoakum have put it, such aims 
as "broadening the childts outlook on life and the development 
of social understanding and attitudes", so that it becomes the 
function of the elementary school to provide those activities 
which help the child to satisfy the needs which arise from his 
environment, yet not lose sight of the fundamentals. Huggett 
29 Bennett, ££· cit., p. 5. 
30George Gould and Gerald Allen Yoakam, The Teacher and 
His Work. (New York': The Ron~ld Press company-;-!947) p. 238. 
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and Millard31say the children must learn many thihgs besides 
facts. They must ~earn how to keep healthy, how to get along 
with others, to work and play together, to have a healthy atti-
tude toward life, how to keep life in its democratic form, and 
how to live according to the generally accepted standards of 
society. Such things come slowly but are fostered by subject 
matter within the grade, and to the manner of presenting it. 
The idea that reading is a tool to be used f9rthese pur-
. 32 poses is made clear by Lee: 
Reading is a skill, a technique, a tool to be used 
in a variety of ways and for numerous purposes. It is 
of utmost importance that every fndividual ih a democracy 
should:have this s¥ill developed to a very usable level. 
It is of equal importance to anyone who expects to become 
an educated person and to every one who has leisure time. 
Also, many, if not most of the jobs by which people earn 
their livelihood depend upon the ability to read. It is 
the responsibility of the elementary school to develop 
these fundamental·attitudes, habits, and skills adequate-
ly in all situations. 
The following skills, attitudes, and habits are listed as being 
33 
applicable to all reading: 
1. A fundamental liking for and interest in books 
and other reading materials 
2. A realization that reading is the quickest, easi-
est and best means of widening background mnowledges and 
appreciations through various experiences. 
3. Habits of thoughtful reading, understanding what 
31 Huggett and Millard, op ~., p. 112. 
32 
Lee, ~· ~., p. 345. 
33 Loc. cit • 
.......... 
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is read and interpreting it in the light of their own ex-
perience so that it in turn becomes part of their reading. 
4. Habits of rapid, accurate reading, correctly in-
terpreting words, punctuation, paragraphing, and such de-
vices as headings, italics, and references to footnotes. 
5. Good physical habits, as good sitting or standing 
posture, holding the book in a good position and a good 
light source. 
The fourth group of skills is applicable to higher grades 
I 
than the second but the others are relevant, especially inter-
pretation or understanding of what is be~ng read. This cannot 
be overemphasized. Its importance is stated again and again in 
the literature. It is a most valid concept, since without com-
prehension the act of word calling is worthless. Anyone who 
has taught in the elementary school has known children who 
could read a page fluently but who did not know what had been 
meant by it. The primary teacher must be zealously on guard 
that meaning shall never be sacrificed for fluency. Monroe34 
has said: 
Many a bright child has been considered scatterbrained 
simply because he has not learned to interpret effectively. 
And many a dull child has been given up as hopeless who 
could learn, within the limits of his intelligence, how to 
obbain clearer ideas from the text. • • • 
35 
And from Monroe again: 
~bility to interpret grows through life. The small 
prereader interprets the pictures he sees and the stories 
he hears on the basis of his limited experiences and with 
34 Monroe, 
35 b"d L2:..._·, 
op. ~·, p. 199. 
P• 205. 
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the guidance of an understanding teacher. • • • Ability to 
interpret does not stop with any given reading level. It 
stops only when individuals cease to think and to reorgan-
ize old ideas, in order:to evaluate and accommodate new 
ones. It grows, not just during onets schooling, but as 
long as one is continuing to grow as a person. 
36 As McKee puts it, "There can be no reading without meaning." 
37 1• In choosing and buying textbooks, Durrell says: 
Reading textbooks are sometimes bought in the belief 
that every child in a certain grade needs a copy of the 
same reader for study in that grade. Instead, buying threE 
to ten copies of each of several readers can often be re-
commended as the better plan. • •• • The social atmosphere 
of the class and learning effectiveness are also improved 
when each child can enrich the group experiences by his 
reading of new materials related to the topic under dis-
cussion. • • • 
At one time it was thought necessary that every child read the 
same book at the same time, orally, and the degree of boredom 
experienced by the good reader was matched by the hopelessness 
felt by the poor reader. Their intelligence may have been 
equal, yet somewhere along the way one child had become lost, 
and the reading lesson·conducted in this· way lead him further 
away from achieving. It was an excellent situation to foster 
behavior problems o£ 'both children. Gradually, supplementary 
readers were introduced, still one for each child,. :with the 
same results. These situations prevailed not so very long ago 
in some places, and there is a possibility that a ·Similar ceca-
sional circumstance might exist today. I However, i.t is generally 
recognized that one important way of broadening the child's 
36 McKee, 22• ~., p. loo. 
37nurrell, ~ cit., p. 67. 
41 
experiences is by way of books, and a great many different ones 
are provided. Reading is now, in most cases, regarded as in-
. 38 dividualized matter. Huggett and M~llard write: 
Reading is an.individualized process built on 
the thought that the child who finds something. in-
teresting that he can read fairly easily will want 
to read more and will ordinarily be able to do so 
with remarkably little assistance. Since the read-
ing ability of any group is likely to vary fr.om low 
to high by five grade levels, materials must be pro-
vided which have considerable range in difficulty. 
vocabulary development is an integral part in the process 
of learning to read. It is not an end in itself, but a means 
of learning. Huggett and Millard39 say that reading instruc-
tion is based upon a vocabulary content of famili~r objects 
and experiences, and most modern series begin wit~ family, pets 
school or other associations which have interest and meaning 
for the child. And although there must be word drill, emphasis 
is placed upon the recognition of thought units rather than' 
upon isolated words. Book reading is supplemented by accounts 
by the children and teacher of activities both in and out of 
the classroom. The skillful teacher uses every experience, 
every means of expression and every medium to secure interest 
and growth in reading. Lee40 has written that old~fashioned 
word drill is outmoded, that the most vital way of teaching 
vocabulary is in connection with the planning of a unit· way of 
38Huggett and Millard, op. cit., p. 136. 
39Ibid., P• 132. 
40Lee, op. cit., p. 352. 
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introduction of a new piece of work. As the discu,ssion pro-
grasses, new words appear in the context of a meaningful situ-
ation and the pupil sees the value of knowing those words. 
This gives a broader view of the teaching of reading; it means 
that the teacher need not be limited to one method, but that a 
combination of approaches or one situation within another may 
solve the problem in a given situation. ~dams, Gray and 
Reese41 recommend that the same basic series be used in all 
primary grades because of the systematic growth of vocabulary. 
This is a good procedure, but does not provide for adequate 
supplementary reading. What must not be lost sight of is the 
need for much reading at the level of the child. The superior 
child's needs can be satisfied only by limitless reading mate-
rial, while the child who is not reading up to capacity will 
not achieve by reading the same book for an indef:inite period. 
His need is for high interest material at a low vocabulary lev-
42 
el. According to Bildersee the oral reading lessons fall in-
to two general types, the intensive from the basi
1
d reader and 
the extensive from easier books, including library books, chil-
drenrs own books, and sets of magazines. The intensive lessons 
ar~ to develop skills and habits for those who need it on the 
basis of weaknesses and errors. These lessons in the basic 
...;::__ 
41Adams, Gray and Reese, op. cit., p. 196. 
. . --
42norothy Bildersee, Teaching in the Primary Grades. 
(London: D. Appleton and Company, 19~2J:P. 59. 
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readers require careful preparation on the part o~ the teacher; 
she must know the reader she is using fr9m the point of view 
of the pupil's interest and difficulties, and from the point of 
view of the author, his aims, which can be ascertained from the 
manual. 
43 
Zirbes reminds her readers about McGuffy, who, a hundred 
years ago, made his historic contribution to elementary educa-
tion in the form of a reader for each grade. One: book meant a 
very slow pace, a very great contrast to the innumerable books 
of today, most of them based on the many studies which make 
the approaches to primary reading scientific and meaningful. 
I 
However, their effect depends upon their ·use. Teachers today 
have the choice of many supplementary readers, but often their 
vocabularies do not supplement that found in the basic reader. 
44 As Bond and Wagner have written: 
unfortunately, there frequently is not enough 
relationship between the nicely controlled vocabu-
lary as the basal reader progresses and the heavy 
burden in the rest of the child's reading. Great 
care should be taken during the primary years to 
limit as much as possible the tendency for the 
supplementary program to make the vocabulary devel~ 
opment difficult, if not impossible, by the intro-
duction of new and difficult words. 
43taura Zirbes, "The Role of Reading in Achieving the Goal 
of Schooling". Keeping Reading Programs Abreast of the Times, 
Supplementary Educational Monograth; No. 72, October~950. 
University of Chicago Press, p. 25. 
44Bond and Wagner, op. cit. , p. 1'91. 
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Many times a good book or story loses its appeal because the 
vocabulary is too much out o~ line with the vocabulary o~ the 
basic reader. A certain amount o~ word development is to be 
expected, but too much will kill interest. This problem is 
being met by publishers who are supplying books o~ high inter-
' est level with easy vocabulary, ~or it is possible to have the 
same number o~ ideas per one hundred words in eas~ ~amiliar 
vocabulary with short, simple sentence structure, as in more 
di~ficult material. It is also possible to secure in~ormation 
from publishers regarding the number, distribution, repetition, 
and social value o~ the words used in each book in a series. 
In Effective Reading Instruction45 the authors have writ~en: 
The text materials that the child reads should 
be interesting to him and should be within his ability 
to comprehend. Many children of average ••• mental 
ability have difficulty with comprehension because 
they lack a sufficient background of concepts and 
meaningful experiences. The teacher will often ~ind 
that the child's difficulties make necessary her sup-
plementing textbooks with materials that she constructs 
or prepares with the aid of the child. These supple-
mentary materials should deal with the concepts in the 
vocabulary of the textbook presentation to which they 
are related. 
This emphasizes the need for more correlation between 
supplementary and basic readers. However, there is something 
to be gained by the writing of his own material by lthe child 
and the group, but it might be more de sir able to do it from 
choice rather than from necessity. 
45Broom, Duncan, Emig, and Steuber, ~· cit., p. 69. 
45: 
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At present nearl~ all authorities agree that study o~ 
phonetics is valuable in certain individual instances but in 
general reading instruction should be used only as a supple-
mentary tool. 
When a child is having difficulty in att~cking new words, 
phonetics may be used to advantage. While Smith46 feels that 
phonetics should be "taught increasingly through functional, 
contextual situations according to pupil needs.n It is another 
instance where the method and means used depend upon the needs 
of the child, and it is he who is important rather than the sub-
ject to be taught. Gray47 has written there is a growing ac-. 
ceptance of the fact that no one method of word perception is 
adequate and that in a well balanced reading program the.child 
should acquire a basic stock of sight words which he learns as 
wholes and also develop skills that will enable him to attack 
new words. These skills include the use of context clues as 
well as word analysis. The meaningless lists of sounds and 
which were so laboriously learned and so seldom applied are 
now a thing of the past, it is to be hoped. There was once a 
little boy who had learned to speak Spanish at the same time 
that he was learning to talk English. He could not give the 
short sound of the letter i, but always gave it the sound of 
Jlqng e. How he must have dreaded that sound, because it was 
46Nila B. Smith,6p.cit., p. 80. 
47william S. Gray, on Their Own in Reading. (Chicago: 
Scott, Foresman and Company, 1948~.~2. 
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customary for every child to have to recite the whole list of 
single sounds as well as all the combinations. How much better 
as Gray48 says, that they learn new words as a whole in instan-
taneous ,recognition or through analysis, with the goal still 
instant recognition. 
He continues by saying: 
To bring words first encountered as sight words 
to the level of instantaneous perception, we must 
give the child many opportunities to meet these words 
over and over in meaningful context. Thus there is 
a need for basic reading materials written with a 
controlled vocabulary in which words, once they have 
been presented, are. frequently repeated. • • • There 
must be control over number and placement of new 
words - when a new word to be introduced into basic 
reading materials is dropped in among familiar words 
the meaningful content helps the c~ild to .recognize 
it accurately each time he encounters it. 
Children of superior intelligence should of course do 
49 
superior work, but, according to Durrell, children of superior 
intelligence who do average work create no problem in the clas~ 
-
room, but may later become a very perplexing one., Therefore it 
falls upon the teacher to be aware of the capacities of her 
children and to use all the means at her command to have them 
achieve according to their abilities. Since there is a tendency 
on the part of teachers to be satisfied with a child who is no 
trouble at all, such a one might easily be overlooked. 
Baker50 has written that bright pupils crave the 
48
william S. Gray, op. cit., p. 41. 
49
nurrell, op. cit., p. 279. 
50Henry J. Baker, Characteristic Differences in Bright and 
ull Childr (Blo mington, Illinois: public SchoO! publishing 
opportunity to give rree and full play to their mental powers, 
I 
and if not given the opportunity to do so, the tasks become 
dull becau~e of their very simplicity. They need work which 
51 is challenging, for Baker also says that if a bright and a 
dull pupil are asked to cancel out every letter "a" found on 
a page of letters, the dull child is apt to excel the bright 
one because to the dull child it is a task so simple that he 
can do it easily, while to the superior child it 'is so simple 
that he does not bother to think about it, but may transfer his 
attention to chance combinations of letters or some other factor 
, 
of more interest to him. During a tiresome reading lesson in 
• 
whiyh he is expected to keep his eyes on the place while some 
slower reader is reading, his mind may be doing S'ome private 
mental gymnastics, a situation leading away from the goals 
which should be his by endowment. 
Social intelligence, also, is apt to be a characteristic 
of the bright child, and must be developed. As ·a result of the 
measure of academic and social success of which h'e is capable, 
he will not develop inferiorities, or·frustrations, but will be 
free to grow in leadership. 
Shane and McSwain52 have written: 
one of the greatest attributes of leade,rship is 
its ability to free human beings from their ~imidities, 
uncertainties and value conflicts so that t~ey .can 
51Henry J. Baker, op. £!!., p. 20. 
52Harold G. Shane and E. T. McSwain, Evaluating the Ele-
mentary curriculum. (New York: Henry Holt and Company;-1951) p. 
321. 
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give of their best to the group of which they are a 
part. In recent years many educators have come to 
believe that the highest type of leadership lies in 
group interaction through which the individual con-
tributes successfully to the solution of proplems 
confronting him and his peers. 
The development of that kind of leadership on· the primary 
level would be through the field of the wider reading done by 
the superior children for their own information and as a con-
tribution to the whole group. Because of the widely divergent 
capacities which are met in every primary grade of unsegre-
I gated children, grouping according to what the child needs and 
what he has to offer will accomplish the best results, because 
it is as reading is used that it is effective. Those who have 
the same needs can work together to overcome their disabilities, 
and as soon as they are ready be regrouped according to other 
needs or accomplishments. There should be nothing static about 
53 
grouping. Durrell advocates small groupings, each with its 
own leader, who, with the aid of the teacher's guidance, knows 
the objectives toward which %hey are working. As Bildersee54 
puts it: 
Ability to read well ••••• can be made a very 
potent means of enriching the curriculum. In schools 
where the size of the class and lack of facilities 
make the enriching of the curriculum for the' bright 
pupils a difficult task, providing an abundance· of 
reading material will help solve the problem. Even 
in the lowest grades, individual assignments1 and 
added reading facilities can be found to make life 
53 
B~rrell, op. cit., p. 68. 
54 
Bildersee, op. cit., p. 19. 
49 
more interesting and pro~itable ~or the bright pupil, 
who is so o~ten neglected. 
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CHAPTER IV 
THE EXPERIENCE-UNIT PROGRAM 
1 As an approach to the experience-unit program, Macomber 
has written: 
The modern school emphasizes the necessity of 
developing an educational program more in har.mony 
with the principles of child development on the one 
hand and with the needs of society on the other. 
The teacher of today must be more than a teacher of 
subjects. She must know children and society and 
be able to guide children in experiences which will 
result in those pupil growths generally termed the 
desired outcomes or aims of education. Success·ful 
teaching in the school of today does not spring from 
mastering teaching techntques; it grows out of the 
teacher's understanding of the child and of the 
society in which he lives and will live. 
It is his idea that such an approach to education in our 
changing complex democratic society is the best way of "creat-
ing an environment conducive to the fullest development of the 
child along lines leading to personal happiness and well being 
and to the welfare of. society. rr 2 And Gauss3 says that the aims 
of education should make it possible for the child "to get the 
1Freeman Glenn Macomber, Guiding Child Development in the 
Elementary School. New York: American Book Company, 1948) p:-
15. 
2Loc. cit. 
3christian Gauss, "The .A.ims of Education". Reprinted from 
the January Issue of The Ladies Home Journal. Curtis Publish-
ing Company, 1948. 
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best out o£ life for himself and to make the greatest contribu-
tion within his power to his country and his time." Again 
Macomber4 points out that the unit program is an application of 
the child developmental philosophy of education in contrast to 
the teaching of subjects, and is based on the concept 
that education should consist of rich and varied ex-
periences in the performance of the basic functions 
of social living rather than the mastery of certain 
skills and the learning of a body of conventional 
subject matter for its own sake. 
From otto5 we hear: 
Modern purposes of education place a premium 
upon the development of iniatives; the ability to 
plan and to follow through without supervision, 
self direction, and the ability to evaluate the 
outcomes of one's effort. 
To relate this conception to a specific subject, reading, 
Smith6 tells us: 
In the fully integrated method, reading is not 
taught as a separate subject ending in itself, nor 
are the other subjects correlated with it o~ the 
basis of having the several different subjects deal 
with one topic at the same time. Reading, rather, 
is used as a tool in furthering the interests and 
activities of the children, and both reading and the 
other subjects are drawn upon as they are needed and 
as they enter naturally into the children's in-school 
and out-of-school enterprises •••• Thus reading be-
comes an integral part of the pupil's total experiences. 
As can be seen throughout the literature today, the em-
4Macomber, op. cit., p. 18. 
5Henry J. otto, Principles of Elementary Education.· (New 
York, Rinehart and Company, 1949r-p. 315. 
6Nila B. Smith, American Reading Instruction. (New York: 
Silver Burdett and Company, 1934) p. 218. 
phasis is, as stated in Towards~ New Education, 7 away from 
the abstractions called school subjects and toward the presen-
tation of "a whole human experience, capable of calling forth 
a manifold yet individualized response on the part of the whole 
child, n and by so doing creating vi tal interests which frag-
mentary events by their very nature do not have. i It is this 
I 
I kind of learning which provides the optimum growth for capacity 
development. Whether the child be average or superior, he is 
challenged by the opportunities presented and the individual 
regard in which he is held. 
8 In the Forty-eighth Yearbook, Russell says, "Keen inter-
ests, sound techniques, thorough comprehension during reading, 
and intelligent use of ideas after reading" are the major ob-
jectives of reading in the second grade. The same thought is 
9 
expressed by Bennett, when he says that the second and third 
grades are typified by rapid progress in fundamental reading 
attitudes and habits. The achievement of these objectives 
~ould mean the development of a love of reading and a permanent 
interest,as expressed by Bildersee, 10 "One should approach the 
7
william Boyd, Ed., Towards ~N~ Education. (London: 
Alfred A. Knopf, 1930) p. 349. 
8David H. Russell, "Principles of Child Development Relat-
ed to Reading Progress". Forty-eighth Ye-arbook of the National 
Society for the Study of Education, part II, 194~, p:-20. 
9chester Bennett, 11An Inquiry Into the Genus of Poor Read-
ingn, Teachers eollege Contributions to Education, No. 775 (New 
York! Columbia University, 1938) p. 8-.-
10Dorothy Bildersee, Teachin~ in the Primary Grades. (Lon-
don: D. Appleton and Company, 193 )-p.-rs. 
teaching of reading with a great deal of joy. No subject gives 
more pleasure to the pupils or is more profitable ••• " From the 
number of books wnitten on the subject of reading, as well as 
from experience with it in daily life, it would seem safe to 
say that reading is vital for the purpose of initial as well as 
further learning, for following directions, for information, 
enjoyment, and for intelligent citizenship. The responsibility 
for its growth is in the hands of the school, therefo~e the 
school must be alert to develop good reading skills and atti-
tudes so that permanent interests and rich and varied exper~~ 
ences may be assured. Bond and Wagner11 have this to say: 
Inevitably habits, attitudes, interests and 
tastes are formed during elementary school years. 
Whether good or bad, they persist. It is important 
from the first days of reading instruction that de-
sirable habits, attitudes, interests and tastes be 
developed. It is essential that the child develop 
the habit of demanding understanding •••• This 
habit is developed by means of having the child 
participate in reading situations which are impor-
tant to him. This habit was never encouraged nor 
developed by the 11read the next ten lines" assign-
ment method. The child activel~.seeking the solu-
tion to problems, which to him are important, will 
demand understanding and will appreciate the con-
tribution reading can make to the solution of prob-
lems. 
12 The Educational policies Connnission states, "The center 
of emphasis in education is being shifted from the program of 
studies to the individual learner. n It is upon this concept 
11Guy L. Bond and Eva Bond Wagner, Teaching the ,Child to 
Read. New York: The Macmillan Company, 1950) p. 337. 
1211The purposes of Education in American Democracy," 
Education Policies Commission, National Education Association, 
1946, p. 146. 
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that the unit method of teaching is based. 13 Hockett tells us 
that the unit of work includes such experiences as problem 
solving, thoughtful questioning, the collection and organiza-
tion of-~information., and may include construction, dramatics, 
and pictorial or musical interpretation. These are not of 
value in thems·elves, but as they help the child to interpret 
his immediate environment, acquire large amounts of useful, 
accurate, organi~ed information, and to develop new interests 
that will lead him to richer experiences and more useful atti-
14 tudes. In Effective Reading Instruction we read: 
The child should be helped to gain a genuine 
desire to read and to discover ways of locatin~ in-
formation that he needs. The competent teacher can 
guide the child, taking his abilities and skills into 
account and challenging him with materials that are 
wmthin his comprehension and that are attractive, so 
that he will develop attitudes of approach to read-
ing rather than attitudes of withdrawal from reading. 
His social development, too, ·is influenced by his achivement 
in the classroom. Happy, successful experiences give him a 
confidence in himself and in his world that contribute to his 
growth. 
Much has been written about the choosing and planning of 
units. Some educators feel that no planning is necessary and 
that the whole procedure comes spontaneously from the children. 
13. John A. Hockett and E. w. Jacobson, Child Growth 
Through Education. (Boston: Ginn and Company, l938) p. 64. 
14. M. E. Broom, Mary Alice Allen Duncan, Dorothy Emig, 
and Josephine Steuber, Effective Reading Instruction. (New 
York and London: McGraw-Hill Book Company, Inc., 1942) p. 88. 
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Others would have the teacher plan extensively and exclusively. 
Those in the middle of the road, often a good place to be, 
recommend that the teacher have a definite plan, but that it be 
sufficiently elastic to change its direction or its emphasis 
if that becomes desirable,and above all, that the, children be 
co-planners with her. Hockett and Jacobson15 put it this way: 
A teacher with foresight will have thought througg 
a possible plan of action before school opens. She will 
have considered the interests and drives ch~racteristic 
of children at the age level of her group. She will 
have familiarized herself with units of work carried on 
successfully by other children at her age l~vel. She 
will have studied, in relation to various possible 
units, the available records of her group. She may 
even have made a tentative selection of a unit and be-
gun to build up her background of knowledge for it 
and consider ways of initiating it. But she will have 
held herself open to consider other units that may be 
suggested later, either consciously or unconsciously, 
by the children. 
otto16 has this to say about it: 
If cooperative teacher-pupil planning is done 
well, it places pupils in problem-solving situations; 
it relieves the teacher of the need of being the dic-
tator, the disciplinarian, the assigner of tasks; it 
is one of the techniques for effective living and 
working with children; it can be applied to almost any 
phase of group living at school. 
such cooperative working together takes longer than to assign 
subject matter, but if the values derived are genuine, then 
the time is well spent. It is this active and responsible par-
ticipation in his own education which has led to' an ever 
1tlockett and Jacobson, ££· cit., p. 72. 
16. Henry J. Otto, ~· ~., p. 305. 
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17 increasing use of the unit of work. These are Macomber's 
words on planning: 
A form of organization has value only as it 
aids a teacher in thinking through the unit and in 
gatting her thoughts down in visible form for futur~ 
guidance. The unit plan must be definite enough to 
insure progress towards the desired outcomes of the 
unit, yet flexible enough to allow for real pupil par-
ticipation in its developme~t. The plan should not be 
a statement of what will be done from day to day or 
from week ·to week. Rather, it should be a statement 
of the behavior patterns which the teacher feels may 
be modified by the activities of the un~t; it should 
include ·a list of pupil activities which may be stimu-
lated naturally in connection with the unit, and a 
list of reading, audio-visual, construction, and other 
materials; finally, it sho~d state possible ways of 
introducing the unit, the probable sequence of its 
development, and suggestions for evaluation. The 
plan thus becomes a statement of the potentialities 
of the unit. So long as it helps to make intelli-
gent leadership possible, it is a good for.m of or-
ganization. It has little other value. 
That value is of enough importance to make ~he practice 
of organization necessary. Its detail will depend upon the 
experience of the teacher in working with units, and upon her 
degree of dependence upon notes. However, lest the aims be 
lost sight of, or the purposefulness dissipated, a written out-
line to be used as a guide and check would seem to be necessary 
for most people. It is a means of helping the individual 
teacher to do the preliminary thinking through and laying of 
plans for its development, but it should not be direc~ed along 
too predetermined lines, for that would lead to formality and 
17. Macomber, £2• ~., p. 98. 
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the traditional approach and the objectives would be lost. On 
the other hand, it is obvious that an unplanned unit would be-
come chaotic. In the pamphlet How to Build a uni·t of ~, 
Strickland18 lists four ways of selecting a unit. Her fourth 
·suggestion will be helpful to teachers whose courses of study 
do not change and who are required to teach certain things at 
a certain time. 
1. The unit of work can be chosen cooperatively 
by children and teacher out of the interests and on-
going activities of the group and in line with their 
self-appointed goals for the year. 
2. The unit of work can be chosen cooperatively 
by teacher and children within the framework of a 
flexible curriculum requirement so that it fits the 
needs and interests of the children. 
3. The unit can be selected from source volumes 
which list units of work or from collections of units 
and logs or diaries of units which are available com-
mercially. 
4. The unit can be developed from and around re-
quired textbook material so that it meets the textbook-
course-of-study requirement and still incorporates as 
much as possible of child interest and opportunities 
for initiative, enrichment, and differentiated work. 
19 After the selecting has been done, Strickland goes on with 
the planning: 
When an interest has been selected which merits 
study over a period of time, the teacher is ready to 
work out on overview of possibilities and set up 
teaching objectives. The more thoroughly she has 
thought through the learning possibilities of the area 
and her own objectives the better prepared she is to 
18. Ruth G. Strickland, How to Build a Unit of Work. u.s. 
Office of Education, Bulletin l946~No. 5, p.-r:- -- ----
19. Ibid., p. 5. 
recognize and pick up leads from the children and to 
guide their thinking as they make their plans and set 
up their own goals for their work •••• The childrenrs 
planning will fall within the framework of the teacher's 
planning, for the most part, though there are times 
when their thinking brings out points which had not en-
tered the teacher's plan. If teacher and children are 
convinced that these points are good, they are accept-
ed. Plans are always flexible and adjustable so that 
what is good can be added and any elements which do 
not fit the needs of the study as it progresses can 
be taken out. The teacher's overview should be a com-
prehensive one and may contain many more possibilities 
than appear in the actual study with the children. It 
is a reservoir upon whicll.the teacher and children draw 
as they have need. 
As can be seen, the choosing and planning of a unit is 
governed by the teacher, the children and the circumstances. 
It can also be seen that pupil planning is implicit in the 
whole conception of a unit. Otherwise the ideals of social 
development and self-motivated capacity development would be 
lost. Teacher planning must be equally implicit, for at the 
second grade level children are not capable of directing the 
course of their activities without intelligent guidance. At 
the same level, or at any level, completely·"teacher-planned 
work would defeat the whole purpose of the unit, for whole-
some growth is not fostered when the child is told exactly 
what to do. 
As the work proceeds there will need to be, according to 
20 
otto, daily appraisal and planning to check each childrs 
progress and to keep the tasks before him, provision for a 
large variety of pupil activities to make the learning possible 
20. Otto, 2£• cit., p. 335. 
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culminating activities which may take the for.m of dramatization 
exhibition, radio broadcasts, committee reports on achievements 
using what has been built if the purpose of the unit was some-
thing tangible, and finally, evaluation by pupils and teacher 
together to see whether the goal has been achieved and to what 
extent it has been of value to them, plus evaluation by the 
teacher alone to appraise the degree of growth made possible 
by the unit and her own skill in guiding it. Evaluation is an 
important step in the completion of a unit and Macomber21 says 
that the child should evaluate his own experience since it is 
an integral part of the learning process, and learning "is 
effective only to the extent that the child evaluates his own 
activities and consciously tries to improve his ~earning ex-
periences in the light of his evaluation." Skill in develop-
ing this ability must of necessity be taught to young children 
Too often the school expects skills and abilities to emerge 
full blown instead of knowing that such skills as the power to 
evaluate one's achievements, the ability to study effectively 
and economically, the faculty of relating one experience with 
another must be consciously fostered by the teacher as ~he 
sees that opportunities are provided for such growth. Securing 
information is not enough. To be of value, information needs 
to be used in the solution of problems, associated with prev-
ious experience, and reorganized into useful patterns of thoughi 
21. Macomber, ~·~·' p. 111. 
and action. According to Leonard: 22 
Educators have lengthened the list of the fun-
damental fields of study so that these include not 
only reading, writing, arithmetic, spelling, and gram-
mar, but also work-study skills, library skills, skills 
involved in critical thinking, skills of physical health, 
and skills involved in personal-social relationships. 
These have good opportunity for development in the unit method 
of learning because of its scope and inclusiveness. Lee23 
tells us that skills are most effectively taught when the 
child sees a need for them, but that many teachers overlook 
opportunities for such teaching. And Wrightstone24 says: 
• 
The experimental school curriculum devotes 
less time than the conventional cunriculum to actual .. 
drill in academic skills and habits, but, through a 
correlation and integration of these skills and habits 
with the children's social activities in vital units 
of work, the experimental practices provide' for equal, 
'fuf not better, mastery and understanding. 
25 In Lee again, it is said that in the primary ~rades, read-
ing should enter, directly or indirectly, into the majority of 
their activities and experiences, but not monopolize the time 
22. Paul J. Leonard and Alvan c. Eurich, An Evaluation 
of Modern Education. (New York: Appleton-Century-Crofts, Inc., 
'!942) p. 151. 
23. J. Murray Lee and Dorris May Lee, The child and His 
Curriculum. (New York: D. Appleton-Century Company,l940} p:220. 
24. wayne Wrightstone, Appraisal of Newer School Prac-
tices. (New York City: Teachers College-,-Columbia university, 
1938. p. 205. 
25. Lee, op. cit., p. 356. 
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to the exclusion of other activities. This would seem less 
likely than the thought expressed by Dolch26 that while we 
rightly consider the childts purposes in the motivation of 
learning, exclusive attention to his wants and purposes has 
wrought havoc, especially in the field of reading. This, of 
course, is highly undesirable, but need not be the case where 
there is cooperative teacher-pupil planning and ,evaluation. 
Hockett and Jacobson27 have given a comprehensi~e resume of 
the teacher's part in the scheme of things: 
In her contact with pupils the teacher calls 
attention to possibilities and difficulties, to materials, 
and books. She suggests interesting and profitable 
experiences. She watches for educative possibilities in 
the activities suggested by the children and capitalizes 
their contributions. She gives encouragement, keeps 
experience moving forward, andhelps in the solution of 
difficult problems. She advises caution and deliberation 
when necessary, raises problems, asks questions, and makes 
sure that children know what they are going to do, why 
they do it, and how they propose to begin. • • • She 
helps her pupils to evaluate their accomplishments, 
commending their best efforts but not permitting them 
to be satisfied with standards that are, for them, 
mediocre. She perceives needs and opportunities for 
drill to perfect various skills, and provides it in 
effective form. • • • Throughout all the work, she 
maintains a balance between various types of experience 
so that intellectual, physical, emotional and social 
experiences are truly integrated into a harmonious whole. 
It must never be assumed that in the unit method the 
teaching of reading is incidental; its importance in the 
26 
Edward William Dolch, Teaching Primary Reading 
(Champaign, Illinois: The Gerard Press, 1941) p. 283. • 
27Hockett and Jacobson, op. cit., p. 81. 
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scheme of things belies that attitude. What is evo1V.ingvia~ 
its rightful place in the curriculum and the right timing for 
its presentation. There is an interrelationship, according 
28 
to Bond and Wagner, between the basal reading program and 
the unit program. The unit provides the large framework with-
in which reading is taught. Because of its scope and inclu-
siveness, the unit can provide incentives for the learning of 
29 the skills necessary for reading. caswell says that guid-
ance is necessary in the development of skills, but that now 
there is a danger of swinging away from any guidance just as 
heretofore pupils were made to learn U$.eless skills. There is 
a place for both incidental and direct teaching of skills, the 
first of which requires only those skills "which can be used by 
the child with meaning to enrich his living while the ~econd 
"recognizes the need for specific guidance for the optimum 
. development of complex skills." 
30 Huggett and Millard say: 
A common error is made by the teacher who thinks 
of unit teaching as a means to get children 'to acquire 
information, to lead or drive the pupil to accept or 
establish a goal. Trapping children into doing some-
thing they do not want to do is not an earmark of sat-
isfying stimulation. • • • 
28Bond and Wagner, op. ~., p. 15. 
29 
Hollis L. Caswell, Education in the Elementary School. 
(New York: American Book Company, l942)-p7 180. 
30 
Huggett and Millard, ££• ~., p. 99. 
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True stimulation follows an opposite course. The 
teacher either leads her pupils so naturally that they 
see and select purposes that are worthy in relation to 
broad goals or she has the ability to present situa-
tions of such worth that the pupil desires to accept 
them for his own. In such an interplay of pupil and 
teacher relationships, the most important characteris-
tic of the good teacher is the latter's respect for 
the pupilrs personalit~ •••• 
Hildreth31 writes that one way to improve the teaching of 
s~ills is to improve all phases of the program so that there 
will be more understanding of the application of the skills 
which will mean more to the children. 
It is known that group approval has a good effect, and if 
wisely us·ed can have a wholesome influence. Within the exper-
ience unit there is opportunity for group work and also for 
individual contributions to be made to the group. The children 
who work together for the good of the group win the approval of 
the other members while those who make worthwhile contributions 
to the whole class are recognized. It is for the teacher to 
stimulate appreciation and approval by her own attitude. This 
quotation comes from Lester and Alice Crow: 32 
Attitudes are contagious. As certain attitudes 
appear in the behavior of others, we are stimulated to 
display some of the same attitudes. It is a right of 
the growing child to be stimulated by people who ex-
hibit desirable attitudes toward most of lifers issues. 
Adults are often unaware of the effects of their own 
attitudes upon the lives of children •••• Adults help 
to make children what they are in their attitudes. 
~ 31Gertrude Hildreth, Child Growth Through Education. (New 
York: The Ronald Press Company, 1948) p. 227. 
32Lester D. crow and Alice crow, Mental Hyg~ene ~ Ho~ 
and School Life. (New York and London: McGraw-H~ll Book 
Company, l9~p. lo. 
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Macomber33 writes that teachers should develop the actor's 
philosophy that "the show must go on," and that their cheer-
fulness and enthusiasm are contagious and will spread through-
out their class. Almost everyone can recall teachers who made 
each day a happy experience and others whose effect was quite 
opposite. The effect of the teacher's attitude should be 
stressed in all teacher-training courses and a reminder of its 
importance brought home to the in-service te~cher. 
Monroe34 has this to say: 
A teacher who looks attentively into the eyes of 
a child who is talking, listens closely to what he is 
saying, tries to understand his exact meaning, how-
ever poorly phrased, and gives him the most thought-
ful reply she is capable ar, will hold that child's 
attention better than any device that can be suggest-
ed. Creative teachers who are themselves so complete-
ly engrossed in their pupil's development that they 
are surprised when the bell rings, rarely have trouble 
holding their attention. The habit of giving and main-
taining attention, like other habits, grows by imita-
tion and practice. 
35 The personal relationships, as Bennett says, between 
teacher and pupil and the whole social situation in the class-
room react upon both teaching and learning. And Macomber36 ad& 
thes~ qualifications: 
The master teacher is one who not only, possesses 
a happy combination of initiative and originality, 
33Macomber, ~· cit., p. 323. 
34Monroe, op. cit., p. 178. 
35
.Bennett, op. cit., p. 14. 
36Macomber, op. ~., p. 326. 
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intelligence and pleasing personality, but also 
strives to improve .herself and her teaching 
through continuous study and application of the 
best educational thought and practice. Other 
things being equal, a teacher who has experienced 
widely in the many worthwhile fields of human 
activity is superior to one whose active partic-
ipation has been quite limited. 
From the foregoing, it would seem that the superior child 
would be best served by the unit method of instr~ction as con-
37 trasted with the traditional methods. Leonard says that 
there is a wide difference in modern_pnactices, so that the 
method in itself may not necessarily serve the best purpose. 
The differences lie in the teacher, and she is the key factor. 
Realizing this, how important that she be alert to the needs 
of the exceptional child. According to Martens, 38 these 
pupils with "creative power, keen capacity for insight, anal-
ysis, and judgment, or surpassing aptitude for intelligent 
social leadership" are often marking time or misdirecting their 
abilities. She places the emphasis upon "(1) the individualts 
relation and responsibility to his fellowmen, and (2) the im-
portance for maximum happiness and service of realizing one•s 
highest potentialities.n39 The work of these children within 
the framework of the unit can call from them a maximum of 
37paul J. Leonard and Alvin C. Eurich, An E~aluation of 
Modern Education. (New York: Appleton-century-crofts, Inc:; 
1942) p. 281. 
0 38Elsie H. Martens, ncurriculum Adjustments for Gifted 
Children" U. S. Office of Education, p. 2. 
39rbid., p. 3. 
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effort. Hockett and Jacobson40 say that it is socially waste-
ful and unfair to the individual to allow capable students to 
form the lazy habit of getting by with·minimum ef~ort. 
Teachers of superior children should encourage 
initiative and orig~nality, for leadership must come 
largely from gifted·children. Teachers should be care-
ful not to discourage any legitimate initiative, bear-
ing in mind that leadership does not consist in mere 
glibness in talking, but implies actual accomplishment. 
They need to realize, also, that superior pupils must 
learn to follow as well as to lead. It is m0st unfor-
tunate for these superior children to develop the idea 
that they are always and automatically the leaders in 
everything. 
Appreciation of the contributions of every child would 
help to counteract this undesirable possibility. This would 
demand careful planning on the part of the teacher to see that 
all children were doing work in which success~was possible, for 
success makes for enthusiasm and enthusiasm stimulates interest 
on the part of the listener. Again, Hockett and Jacobson41 
suggest the following ways of developing unusual abilities: (1) 
give added responsibility to gifted children, require them to 
~inish tasks promptly and well; (2) expand the range of their 
experiences and interests by having them read books on many sub-
jects and giving them opportunities to present what they have 
read; (3) set high standards of accomplishment for children witr 
high abilities by making them leaders in the work of the unit; 
(4) give them more independence by giving them only as much 
40John ~. Hockett and E. W. Jacobson, Modern practices in 
the Elementary School. (Boston: Ginn and Company, 1938) p. 275. 
4lrbid., pp. 276 to 285. 
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drill as they need, but also making them responsible for the 
time saved; (5) provide a wealth of desirable reading material; 
(6) enlarge first hand experiences by encouraging social, 
dramatic, artistic and constructive activities to counteract 
tendencies toward bookwormisbness; (7) use all the specialists 
you can find, parents who have something to offer, other teach-
ers, members of the community and let them tell the children 
their experiences; (8) organize special classes in special sub-
jects; this could be done only in cases where such organization 
was possible, but would be ef~ective on a small scale within I 
the grade and within the unit. 
In classrooms where there are pupils of superior intelli-
gence, enrichment is the key word for the teacher to follow. 
Within the frame of the unit this is not only possible but log-
ical. The world is so full of so many wonderfulll interesting 
things, and there is always the time limitation to keep them 
from us. What better way to develop the abilities of these 
children than by depending upon them for the enrichment of the 
curriculum. If they are taught th know where to look for mate-
rials and how to present them, they are contributing to their 
own knowledge and to that of others. In Curriculum Adjustments 
for Gifted Children, 42 it is stated: 
Enrichment for children of unusual promise dif-
fers in degree and in variety rather than in kind 
from the enrichment which every pupil needs.' It 
42Elsie H. Martens, op. cit., p. 9. 
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should lead him on to an ever-widening circle of in-
terests, a higher level of achievement and service, 
and a greater appreciation of problems which have 
little or no appeal for less able children in his 
own age group. • • • Such a program is not easy to 
administer and requires great resourcefulness on the 
part of the teacher. 
And Monroe43 tells us that mentally advanced children ben-
efit from activities undertaken with the whole group as well as 
with others of their own group level, and in the 1group the 
superior child finds self confidence when ~e is given 
A challenge to the best thinking he is capable 
of, to foster his self-confidence through constructive 
guidance and recognition of his abilities, and to help 
him achieve leadership through service to his class-
mates are the objectives which the teacher keeps in 
mind as she works with the gifted group. 
Hildreth44 is saying the same thing in expressing the 
theught that children put forth more effort when they see the 
reason and the purpose behind it. In such a situation they see 
the punpos-e and its attendant opportunity to make a worthwhile 
contribution to the group. To make time for this enrichment 
program, the gifted child who needs less time for drill and 
formal review can therefore spend his time in research and re-
port back to the rest of the cJa ss. 
The days of education by assault are, it is hoped, out-
moded in most schools. The emphasis has changed from subject 
matter to the child. This means that teachers should be aware 
43Marion Monroe, Growing Into Reading. (Chicago: Scott, 
Foresman and Company, 1951) p. 205. 
44Hildreth, ~P· cit., p. 73. 
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of the possibilities as well as the limitations of each indiv-
idual child. It is to the limitations that too much attention 
has been given. They do exist, of c'ourse, for every individual 
in what might be termed an upward direction, but horizontally, 
in an outward sweep of personal and social development, the 
possibilities of many people have not been realized. From The 
Gifted Child45 comes the statement; "Teachers of gifted chil-
dren should display unusual sensitivity in recognizing the po-
tentialities of gifted pupils." And since, according to 
46 • Morgan, 11 the child who is throttled will seldom make an in-
tellectual contribution to mankind," and since mankind stands 
in need of many contributions for its betterment, the school 
must give attention to the findings of its educators. 
45paul Witty, Ed., The Gifted Child. (Boston: D. C. Heath 
and Company, 1951) p. 26s:-
46Jobn B. Morgan, The psychology of the Unadjusted Child. 
(Boston: The Macmillan Company, 1936) p. 41. 
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CHAPTER V 
THE PERSONAL AND RECREATIONAL READING PROGRAM 
As Gray1 has said, "Obviously a major problem of' the pri-
mary grades is to provide the conditions and stimuli that will 
result in arousing interest in independent readin,g. 11 In Chap-
ter III it was seen that a love of' books and a desire to read 
were requisite f'or successf'ul growth in reading. In Chap'ter IV 
the opportunities f'or wide reading within the unit were dis-
cussed. This chapter will be an attempt to show the role of' 
the school in the development of' a love of' reading with its 
attendant growth of' appreciation of' good literature and its 
ef'f'ect upon personal growth. 
Robert Hutchins2 has wisely said, "We have been so pre-
occupied with trying to f'ind out how to beach everybody to read 
anything that we have f'orgotten the importance of' what is read.' 
If' the school is to be concerned with the development of' appre-
ciation f'or good reading on the part of' its pupils, opportun-
_ities f'or such development must be provided and teachers must 
lwilliam S. Gray, "Reading", Thirty-eighth Yearbook of' the 
National Society f'or the study of' Education Part I. (Chicago, 
Illinois, 1942) p:-Iaa:- ---
2Robert M. Hutchins, "Literacy Is Not Enough". Cooperative 
Ef'f'ort in Schools !£ Improve Reading, Supplementary Eauca~lonaL 
Monograph No. 56. The University of' Chicago, September, 1942, 
p. 18. 
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correlation between the number of books in the home and the in-
telligence of the child. She also found that bright and aver-
age children required guidance in reading and that many of them 
showed little or no interest. These are the ones who should 
be singled out for special help, for adjust~ent to uesirable 
attitudes should be relatively easy for them. The factors 
which caused their lack of interest should be determined and 
remedial measures applied.7 This may not mean remedial reading 
as it is generally thought of as a means of improving their 
reading as such, but in this consideration, rather as remedial 
measures applied to appreciation and judgment. perhaps the tem 
appreciation readiness may also be used. i Since children are 
mirrors of their home life, it is not difficult to know who is 
in need of assistance. 
This statement comes from Gray: 
Because the childts later development is influ-
enced in large measure by the interests, attitudes, and 
habits acquired during this initial stage in learning 
to read, an intelligently planned program of activi-
ties and guidance is essential. 
The important thing is to see that the child's reading 
abilities, interests, and tastes develop as he develops. The 
school library plays a large part in this growth. In many pri-
mary and elementary schools there is no library and then it be-
comes the task of the teacher to have a library corner, the 
7Lazar, £E• cit., p. 106. 
8Gray, ~· cit., p. 198. 
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be conscious of the need for it. To be able to make literature 
live for a child, the teacher must have an awareness of its 
3 
worth herself. According to Walraven: 
The teacher must read. It was found that pri-
mary teachers often betray their grade placement by 
their limited vocabulary and narrow reading range. 
A diversified reading program is requisite for a 
well-rounded personality. Onl~ a well read person 
can inspire her pupils to read 
For many children appreciation of books has begun in the 
home, but for those children who have not been so fortunate the 
school has the responsibility not only of preparing them to. 
read but in guiding them in their choice of what to read. 
4 
Durrell calls attention to the fact that the ultimate objective 
in reading instruction is the intelligent ~ of reading. And 
in order to develop an intelligent use of reading children need 
to be taught, especially if their environment has not helped to 
give it to them. 
The general cultural level of a childts home, according to 
Harris, 5 is the most important determiner of the adequacy of 
his background and experience. Lazar6 found a substantial 
1- 3Margaret Kessler Walraven and Alfred L.· Hail-Quest, Libra-
!I Guidance for Teachers. (New York: John Wiley and Sons, Inc., 
1941) p,; 129-. -
. 4nonald D. Durrell, Improvement of Basic Reading Abilities. 
&onkers-on-Hudson: World Book Company~l940) p. 10. 
5Albert J. Harris, How to Increase Reading Ability. (New 
York: Longmans Green and Company, 1947j p. 33. 
6May Lazar, "Reading Interests, Activities and Oppprtun-
ities in Schools to Improve Reading". Teachers College Contrib:ct 
tions to Education, No. 707. Columbia University, 1937, p. 100. 
most attractive and complete one which.can be had. 
The chief aim of the library or library corner is for 
recreational reading. To the good reader it pres'ents a means 
I 
of joy and satisfaction if there is a good selection of books. 
Lest it come to mean to the poor reader a source of frustration, 
the teacher or librarian must be alert to find fo~ him the right 
book, one within his ability to read and enjoy. For such chil-
dren books may be introduced by the partial telling of the 
story, by showing the pictures, or by knowing a child's interest 
in that particular book. Sharing books with one another will 
arouse interest. Even while attempting to fit the book to the 
child he must not be made to feel that books are being forced 
upon him. If he is unable to come to a decision for himself or 
if his own choices prove too difficult for him, he will need 
more guidance, but even then, leading is better than forcing. 
Bond and Wagner9 say that for well-rounded and satisfying 
growth children need an opportunity to pursue their own per-
sonal interests independently and that recreational reading 
should give them a chance to "relax with reading, to explore 
the make-believe, to enjoy a plot, or to get a truly aesthetic 
experience.n These, of course, cannot be had until the child 
is ready for them, but the knowledge that they are available 
for him when he is ready could be a f~ctor in his desire to 
~ 
9Guy L. Bond and Eva Bond Wagner, Teaching the Child to 
Read. (New York: The Macmillan Company, 1950) p. 15. 
74 
achieve reading competency. 
Delore Gammon10 has written: 
Very early children should get a concept of the 
variety of interesting material. They should appre-
ciate that significant information comes from books, 
that books serve many different purposes., and that 
the same book can be put to different uses. There 
is no better way to develop such concepts than'for 
the teacher to read something to children every day 
from many different sources and for many different 
purposes. All primary-grade children need to hear 
this reading, and it is no easy assignment for the 
teacher. Some guiding principles are that the 
selection need not be too long, that discussion 
afterward reveals the degree of comprehension and 
enjoyment, and that being alert to possibilities in 
everyday classroom situations provides excellent 
suggestions. 
Children love to be read to and it is a most satisfying 
experience to see those children who have been restless at firs~ 
because they were not accustomed to listening, fall under the 
spell of a story and become the most eager participants. 
Not only should primary children be read to every day, but 
there should be time every day for recreational reading at the 
library or library corner. The books are there to be used and 
unless time is provided for their use their purpose is lost. 
Walraven11 states that the school library exists to serve pupils 
and teachers and that the books are to be used, not preserved, 
for the collection of rare books is the province of the univer-
~ity or museum and not of the school library. Gardiner and 
~--------
lODelore Gammon, "Increasing Comprehension ;in Purposeful 
Reading in the Primary Grades". Improving Readin~ in the Cont~nl 
Fields, Supplementary Educational Monograph No. 6 .--Tne-Univer-
sity of Chicago, January, 194'7. p. 145. 
11 Walraven and Hall-Quest, op. cit., p. 129. 
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Baisden12 list the rolloWing goals ror the rirst .and second 
grades to aid in the use and enjoyment or books: 
1. The ability to enjoy recreational reading on the 
child's individual reading level. 
2. An enjoyment or books through 
a. Reading aloud or prose and poetry, and 
storytelling by the teacher 
b. Sharing reading experiences 
c. An awareness of book illustrations 
3. The ability to shelve books properly according to 
whatever plan is used. 
4. The ability to locate numbers on pages and to rind 
pages in books according to number. 
The first two steps listed must of necessity grow over a 
long period of time, and are developed by precept and example 
I 
as much as by actual teaching, while the last two are learned 
by actual lessons and the opportunity to find, use, and put 
away books. Mott and Baisden's13 Children's Book~ How!£ 
~ Books and Libraries can be adapted for use in the second 
grade. The most pertinent selections for young·children could 
be read by the teacher or by some or the best readers and some 
of its line drawings could be put on the board, and it most 
certainly belongs on the library table. 
12Je~el Gardiner and Leo Baisden, Library Service in the 
Elementary School. (Chicago: American Library Association~41 
p. 117. 
13carolyn Mott and Leo Baisden, Children's Book on How to 
~Books and Libraries. (New.York: Scribnerts,-r937}7 -----
?6 
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Hildreth14 says that the school library has a large role 
to play in acquainting the child with the treasure house of 
books and that primary children should be taken there at sched-
uled times; that there are ways in which it can contribute to 
the beginning stages of reading. Some of them are: 
Through building up picture collections for the use of 
beginners, 
Through furnishing books that will supply the teacher 
with material for unit studies and projects, 
Through visits of the pupils to the library to learn 
about the library and the books housed there, 
Through books and pictures shown to the children and 
stories told to them from these books by the librarian, 
Through advice furnished by the librarian to teachers 
and parents concerning book selection for the child. 
In schools where there is no library, and there are many 
of them, children should make good use of. the library corner. 
Durre1115 gives the following suggestions for the kinds of 
reading materials to be used in the library corner to cover the 
range of abilities to be found in the typical classroom: 
a. The range of difficulty of reading materials 
should be comparable with range of reading 
ability or the pupils in the classroom. 
b. The books at each level should supply sufficient 
practice for the pupil•s attainment of the next 
higher level. · 
c. For pupils of below-grade ability, the easy books 
~ 14Gertrude Hildreth, Readiness for School Beginners. 
(Yonkers-on-Hudson: World Book Company, 1950) p. 317. 
15Donald D. Durrell, Improvement of Basic Reading Abil-
ities. (Yonkers-on-Hudson: World Book COmpany, 1940) p.~ 
should not be those studied in the lower grades. 
Books already used are seldom welcomed by slow 
readers and tend to encourage guessing and re-
membering rather than actual reading. 
d. Advanced pupils of above grade ability should not 
be given books ordinarily used in higher grades. 
Teachers in higher grades should have the right 
to certain books for initial instruction of all 
their pupils. 
e. So far as possible, enough appropriate material 
should be provided to enable each child to read 
at his Dwn level in any require4 unit of su~ject 
matter. 
It is most important that the slower children who are not 
I' 
working up to their capacity should not be given books which 
they have had in the previous grade. It is a means of defer-
ring interest in a situation when to stimulate interest is of 
utmost importance. Besides books there are magazines, scrap-
books, and pictures which belong on the library table. And 
children may be encouraged to bring their own books to school 
to share with others. 
The third source of books for primary-grade children is 
the ~ublic library. It has a contribution to make to all chil-
dren and may be·used helpfully for the child who is not reading 
as well as he should. Cooperation between the classroom teachex 
and the librarian will help the child to be fitted to the right 
books for him. Children's rooms are attractively arranged and 
contain a wealth of books, so that finding the right book for 
the right child should not be as much of a problem as in the 
library corner or the school library where the choice must be 
more limited. The library habit is a good one for every child 
to acquire and should be encouraged.· 
When talking to parents, teachers can suggest good books 
for them to buy. The Division of Public Libraries of the Massa 
chusetts Department of Education has a compilation of Certif-
16 ieate Reading with yearly supplements which is a helpful 
guide to both parents and teachers. There are many valuable 
17 
aids in selecting books. The Right Book for the ,Right Child 
includes books from the pre-school age through the ninth grade 
and may be used to advantage with children who are not reading 
up to capacity. Reading for Fun18 is for elementary schools. 
Basic Book Collection for Elementary Grades19 is one of the 
1 
best lists compiled,- is very inclusive, and has 9ooks for 
grades one to thre~ arranged together. Eloise Ru~ts Subject 
Index to Bobks for Primary-Grades20 is, as indicated by the 
title, indexed by subject and is therefore good for finding 
16state Certificate Reading, The Commonwe~lth of Massachu-
setts, Division of Public Libraries, Massachuset~s Department 
of Education, 1947. Supplements, 1948, 1949, 1950. 
17Mary s. Wilkinson,.Vivian Weedon, and Carleton Washburn, 
compilers, The Right Book for the Right Child. (New York: John 
Day Company -;-Third ed. rev:-;-1942). 
18Readin~ For Fun. National Council of Teabhers of ~ng­
lish, 211 Wes 68th Street, Chicago 21, Illinois. 
19 Basic Book Collection for Elementary Grades. American 
Library Association, 50 E. Huron-street, Chicago 11, Illinois. 
20Eloise Rue, Subject Index of Books for Primary Grades • 
.American Library Association, 1943·. 50 E. Huron Street, Chicago 
11, Illinois. 
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material in a given field. Where there is limited money, sug-
21 gestions may be made from Bibliography of Books for Children, 
all costing seventy-five cents or less. 
The type of reading matter which is provided and the 
childrs ability to use and enjoy it contribute to his personal 
growth. A child who is able to go to the library corner, pick 
out a book in which he is vitally interested, sit down and know 
that he has time to be happy with it has a healthy attit-ude 
toward reading and will probably maintain that attitude through 
out his life. The child who goes to the library corner knowing 
that whatever book he picks up will be'a frustrating experience 
resists books, and it is to that child that the teacher owes 
. 
her best thought and care. In some way the locked door of read 
ing must be opened for him. He has reached the second grade 
and the door is still closed. There are no seri9us physical 
or emotional handicaps and he is an average child. It may be 
possible to reach him through an interest in what is found in 
, books by means of the appeal generated by the library or the 
library corner. 
vocabulary level. 
available to him. 
He will need books of high interest at a low 
And it is important that many such books be 
22 . 
Monroe writes that growth in personality 
occurs when an individual adjusts successfully to the various 
1=-
_ . 
21Bib~iography of Books for Children. Association for -~ch~ldhood Education, 1201 16th Street, Washington 6, D. C. 
22Marion Monroe, Growing Into Reading. (Chicago: Scott, 
Foresman and Company, 1951) p. 20. 
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problems in his environment. Learning to read is that childrs 
problem. He must be helped to solve it for in so .doing he will 
grow intellectually and emotionally. 
For the purpose of developing appreciation for a piece of 
literature, Dolch23 says there is need for an imP,roved tech-
nique and offers three steps toward that end. The first is to 
set the stage so that the children will know the time, place, 
and setting of the poem or story, the purpose of the author in 
writing ~t, and whether it is real or fanciful. If any new or 
I 
strange ideas are present they should be clarified, for it is 
not a puzzle but a piece of literature which is being consid-
ered. The second is to create the bes·t impression of the work, 
for impressions are so emotionalized that what we do not like 
on first hearing we find hard to like afterward. The third . 
step is to dwell upon individual reactions, how they liked it, 
how it made them feel, and the best liked parts. There should 
be honesty on the part of both teacher and pupils; this is no 
place for the affectation of liking something because one is 
supposed to. It is important that the teacher make the learn-
ing effective by giving full play to her imagination and devis-
ing a situation in which the children learn best. 
Literature is concerned with attitudes and appreciations 
and can be taught "to create an emotional response as a subtle 
23 
E. W. Dolch, "Improving the Techniques of Teaching." 
Cooper~tive Effort in Schools to Improve Reading, Supplementary Ed~cat~onal Monograph No. 56. The University of Chicago, 
September, 1942, p. 237. 
8l 
contagion.of spirit." 24 So says Russell, who adds that there 
is c~nsiderable evidence to suggest that the reading done in 
childhood builds attitudes that last throughout a lifetime be-
cause they are unconscious attitudes. Therefore it is of great 
importance that desirable attitudes be taught and absorbed. 
Gauss25 says that it is not knowledge for its own sake, but 
wisdom which develops character and generates truth, justice, 
tolerance, merey, and respect for others. It is· .often through 
literature that this contagion may come, and no o,pportunity 
should be lost which will.inspire children with high ideals. 
When it is remembered that there are superiq,r children 
who are missing the enriching experiences to be found in lit-
erature and whose personal lives are impoverished thereby, it 
adds seriousness to the problem; first, because people of su-
perior intellectual capacity often have a large capacity for 
enjoyment of good things, and secondly, because without keen 
appreciation of good literature, for example, they can not 
themselves produce good literature. Hildreth26 has said that 
aesthetic experiences add dimension to life. The school must 
provide such experiences for all its children and it fails most 
24David H. Russell, Children Learn to Read. (Boston: Ginn 
rand Company, 1949) p. 285. ------
25cbr.istian Gauss, "The Aims of Education". Reprinted fron 
the January Issue of ~he Ladies Home Journal. Curtis publishing 
Company, 1948. --- ----
26Hildreth, op. £!!., p. 81. 
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when its brightest pupils are not achieving and building the 
means whereby their whole lives will be richer. Rote learning 
is not enough for it is only surface achievement. From 
Hildreth, 27 agai~, come these words: 
For gifted children simply to be smart or clever 
at traditional lesson learning is not enough. The 
real challenge to their bright minds is a job that calls 
for creative thinking, for exploiting materials in new 
and untried ways, and for solving problems by unique 
methods. The school that does not place before the 
gifted child any greater challenge than a large dose 
of routine lesson learning has failed in its duty to 
him. 
The enrichment of the course of study is needed for bright 
pupils. The classroom ~an be enriched by him but first he must 
. 
be given incentives, materials, opportunities to make his con-
tribution. 
The cooperation between the parent and the s'chool is im-
portant in the growth of average and superior children who are 
128 
not achieving up to capacity. Pennell and Cusack have 
written: 
Te.aching methods have changed so radically that 
parents may often seem unsympathetic when in reality 
they merely need to be shown what is being done and 
why. When they understand what the schools are try-
ing to do and see the enthusiasm that children have 
toward their work, they become loyal and ardent sup-
porters of the new regime. This means much to the 
children ••• 
Teachers can make suggestions to parents of interesting 
27nildreth, op. cit., p. ~mo. 
28Mary E. Pennell and Alice M. Cusack, The Teaching of 
Reading for Better Living. (Boston! Houghton Mifflin Company, 
1935} p. 143. 
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places to take the children; museums, historic places, the air-
port, exhibits, public buildings, large markets, gardens, boats 
whatever is or interest to the child, or will create new inter-
ests ror him. Most parents are responsive to the needs or 
their children, but do not always know what those needs are. 
Also responsiveness to suggestion depends upon how the sugges-
tion is made, and ·When the spirit or cooperativeness ls the 
keynote, good results are apt to rollow. 
Again Pennell and cusack: 29 
When we consider the amount or leisure time we 
now have and are likely to have, we are apalled at 
the responsibility that the school races t~ create 
tastes in children that will s~reguard the hours 
they will no longer need, nor be allowed to use, in 
gainrul occupations. 
caswe1130 writes that almost everyone can do something 
better than others around him and so make an important contrib~ 
tion to sound personal development. The school should seek to 
discover ror each child something in which he can excel. 
That is not to argue that we should be content 
with less than the best a child is able to accomplish 
in abilities upon which he is greatly dependent in 
modern life, but to insist tha·t when all achieve to 
their highest capacities under education, dirferences 
will increase and that in (their situation) it is or 
practical importance for personality to develop that 
everyone have some area or competence, however limited 
or superior. 
29pennell and Cusack, op. cit., p. 123. 
30Hollis L. Caswell, Education in the Elementary School. 
(New York: !merican Book Co~pany, l942)-p7 98. 
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CHAPTER VI 
THE HE-EDUCATIVE OR CORRECTIVE PROGRAM 
This chapter will consider some of the many causes of 
reading failure in the second grade among-children of average 
and superior intelligenc~ and will attempt to give suggestions 
for correcting them. The term remedial reading as it is used 
in this study will be intended in its broadest sense, not as a 
specific clinical procedure but in terms of trying to correct 
reading defects in the classroom as they occur. According-to 
Hockett, 1 slight difficu~ties never should be allowed to grow 
into serious difficulties that ?ar the way to further progress. 
Bond and Wagner, 2 also, are concerned with the immediate cor-
rection of difficulties ,as prevention of an accumulat'ion of 
faulty learnings. 
There is, of course, no one cause of reading difficulty. 
Some children with serious physical defects learn to compensate 
for them and thus avoid the emotional evolvement which would 
otherwise result. Others are unable to meet their handicaps in 
L__ 
that way with the result that they are blocked. One child 
1 John A. Hockett and E. W. Jacobson, Modern Practices in 
the Elementary School. (Boston: Ginn and Company, 1938) p. 260. 
2Guy L. Bond and Eva Bond Wagner, Teaching the Child to 
Read. (New York: The Macmillan Company, 1950) p:-23. --
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comes from a home where English is not spoken and because of 
his outgoing personality learns rapidly and enjoys the interest 
of his teacher and classmates. Another with the same language 
handicap and the same school circumstances becomes withdrawn, 
does not wish to be noticed, and does not learn to read. There 
are many factors in the whole reading picture which cannot be 
easily explained. The one phase about which educators can do 
something is the improvement of school situations. Bildersee3 
says that a large percentage of failures could have been saved 
if they had been given the best class instruction and individ-
ual assistance to fit their need. 
In Chapter III readiness for reading was discussed in re-
lation to the basic reading program, and found to be vital 
stage in learning to read. Assuming a child has sufficient 
maturity and is ready to read, there may be problems concerned 
with beginning reading awaiting him. He may be absent at the 
time when the other children are starting to read and have 
missed some point which was important to his progress. The 
teacher may have been absent and the different approach of some 
one else may have confused him. An awareness of his need is 
essential if his problem is to be corrected immed~ately before 
it becomes too serious to be met with in the classroom. Accord-
ing to Dolch, 4 it is felt more and more that if children were 
3Dorothy Bildersee, Teaching in the Primary Grades. (Londo 
D. Appleton and Company, 1932) p. !TI2-.--
4Edward William Dolch, Teaching Primary Reading. (Champaign 
Illinois: The Gerrard Press, 1941) p. ii. 
8& 
giv~n a successful start in reading, many difficulties would be 
avoided and that such a start is of more value than remedial 
work ~pplied later after emotional blocks have become fixed 
.......... ~ '" .. 
and there is an unpleasant association with books as a result 
of this initial failure. 
Witty5 writes that the school's offense in reading failure 
is particularly evident in the primary grades, the period of 
initial instruction in the meehal;lics of reading, 'and that the 
large amounts of time spent on reading do not justify results. 
In cases where the entrance age for first grade has been below 
five years and six months, immaturity, both physical and mental 
were very evident and resulted in many failures which most cer-
tainly could have been avoided. By the time these children 
reached second grade, either they had spent two or three years 
in the first grade and had been promoted and were, suffering 
from insecurity. Those who had repeated had made the adjust-
ment, although that was the exception, had still not achieved 
a great deal and had developed an aversion to school and to 
reading in particular, had become behavior problems, or were 
manifesting any of the emotional disturbances associated with 
feelings of inferiority. Fortunately, school entrance has gen-
erally been advanced. 
Where the entrance age is six or over, this condition is 
not as serious, but there are still many mentally immature 
5paul Witty and David Kopel, Reading and the Educative 
Process. (Boston: Ginn and Company, 1939)-p: 162. 
8? 
children who are not ready for reading. For.these, just wait-
ing is not enough, according to Witty. 6 There must be a build 
ing up of concepts which will contribute to their growth. How-
. 
ever, they must first be accepted where they are, and helped 
to go on from there. Their reading will have to be at a very 
easy level so that they may be encouraged to develop confidence 
in themselves. The material with which they work must never 
be beyond their ability to read and comprehend. Needed, too, 
are more experiences built with conversations, pictures, trips 
and the expression of their own interests. Dolch7 writes: 
Though children's experiences are used in the 
teaching of reading, they are not included ••• 
solely ••• for reading purposes. They are empha-
sized for their value in the child•s development 
and education. First of all, each child needs to 
see and do things for the continued and sound Un-
folding of all his individual natural capacities • 
••• Second, it is equally important that each 
child. develop to the full his social capacities. 
This is the time for the development of a sight vocabular 
as well as a general vocabulary. Russe118 believes that the 
importance of a rich variety of language and concrete nonverbal 
~periences in the first years of school cannot be overesti-
mated. 
Harrison9 suggests problems in language which handicap a 
6Loc. cit. 
---
7 Dolch, op. cit., p. 107. 
, 
8navid H. Russell, Children Learn to ·Read. '(Boston: Ginn 
and Company, 1949) p. 57. - --
9M. Lucille Harrison, Reading Readiness. (Boston: Houghton 
Mifflin Company, 1936) p. 103. 
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child. Some children are shy in a new situation, the school in 
this case. Some have articulation difficulties, of which minor 
ones in a young child are best dealt with in informal word 
games rather than formal speech exercises, while serious de-
fects need the care of a speech expert. In some 'homes baby 
talk has been used to excess, and in others a foreign language 
is spoken. And in many cases formal reading has 'been started 
too soon, before the child had donB enough informal language 
work. These difficulties, also, may be helped by conversations 
and discussions which are the result of act.i vi ties both in and 
out of the classroom and by vicarious experiences furnished 
through pictures, stories, games, and poems. From activities 
in which he participates, the shy, withdrawn child may be led 
to self-expression and on from there to reading. Not only in 
the first grade is this means of growth necessar>y, bu"j; in what-
ever grade the'need exists. But its beginnings belong in the 
primary school and the earlier the better. 
In Effective Reading Instruction10 the authors say: 
Training in the language skills should 'be main-
tained throughout the school life of the chi1d. There 
is no better insurance for ·good reading at any level 
than language proficiency. A child may have pro-
ficiency in language and still fail to read because 
of difficulty in visual perception of printe·d word 
forms, emotional blocking, and other reasons,. But 
without language proficiency, no matter how accurate-
ly he can perceive and identify printed word forms, 
10M. E. Broom, Mary Alice Allen Duncan, Dorothy Emig, and 
Josephine Stueber, Effective Reading Instruction. (New York: 
McGraw Hill Book Company, Inc., 1942) p. 107. 
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the content or what he is reading will remain unin-
telligible to him. 
Monroe11 carries the thought rurther when he says that 
language development should continue beyond the school years 
and throughout the life of an individual, for wocabularies can 
be increased into advanced age as one reads, talks, and remains 
alert to his environment. 
The problem of individual differences 
Failure to meet the problem of individual differences con-
tributes in a very large measure to reading difficulties and 
12 
railures. Durrell says that an instructional program which 
provides fully for these differences in reading s,hould make 
remedial classes unnecessary. And again, "The most important 
ractor in meeting a child•s reading needs is the provision o~ 
reading material suited to his level of reading ability.ul3 
In the basic reading program wide supplementary reading pro-
vides ~or those children who are reading up to capacity while 
many pre-primers are needed for slower ones and making their 
own books, using their own experiences builds vocabulary for 
the ones who are not ready for books. Within the unit program 
there is opportunity for reading unlimited for those who can, 
materials and problems suited for children of moderate achieve-
!---
11Marion Monroe, Growins Into Reading. (Chicago: Scott, 
Foresman and Company, 1951) p. 107. 
12
nonald D. Durrell, Improvement of Basic Reading Abilitief. 
(Yonkers-on Hudson, New York: World Book Company, -1940) p. 316. 
13Ibid., p. 65. 
ment, incentives and time for those below capacity ach~evement. 
The personal and recreational program provides materials for 
'all stages of development, while in the re-educat.ive, the right 
choice of books and reading materials is imperative if effec-
tive corrections'of reading difficulties is to be made. Instea< 
of more reading of the same kind of materials in which he has 
been failing, the child needs something new which is carefully 
adjusted to his abilities. 
14 Russell points out the range of individual differences 
to be found in a typical grade. 
• • • • • the general effect of the time spent in 
school is to put the fast-learning child farther 
ahead of the average child than he was on the first 
day of the· kindergarten or first grade and· to put 
the slow-learning child farther below the average 
child than he was on entrance to school. In the 
second grade, children normally will vary in read-
ing ability from primer to fourth-grade reading 
ability. In a typical fifth grade the children 
will range in ability from the second grade to at 
least eighth-grade level. This is not exceptional, 
but the usual and characteristic range in abilities 
·found • • • • • 
Remedial work is not getting all pupils "up to 
grade" but providing adequate instruction for pupils 
who, for some reason or other, cannot benefit by the 
regular methods and materials used by most of the 
class. Remedial work is simply providing for indiv-
idual pupils, each according to his need ; •••• 
The poor read~r is apt to make an inferior adjustment to 
the school, either socially or in behavior. He is apt to feel 
inferior as he has unpleasant associations every day with books 
and to try to build up his self-esteem by calling attention to 
14 Russell, op. cit., p. 330. 
-himself. But if he is made to feel that he can learn, then the 
energy used in misbehavior will be used in learning. The atti-
tude of the teacher tow~d the child 1 s behavior plays a large 
part in its continuance or its change. To quote from The 
mission Teacher Education: 15 on 
• • • • • teachers who understand children think of 
their behavior as being caused. They see a young-
ster's present actions as based upon his past ex-
periences, as shaped by his present situation, and 
as influenced by his desires and hopes for the fu-
ture~ This view of human behavior holds that a 
chilq's actions can be understood if his relevant 
past experience is known, if his present situation 
is anal~zed in terms of what it means to him, and 
if his desires and hopes for the future are taken 
into consideration. It also implies that every 
girl and bo~ is educable, that unacceptable behav-
ior can be changed, that desirable and effective 
action can be evoked. 
• • • • • they accept all children emotionally, 
that they reject no child as hopeless or unworthy. 
• • • • • they recognize that all childre~ poten-
t~ally can make some contribution to carryi~g on 
the society into which they are born and therefore 
deserve respect for whatever talents they can·put 
to work for the common good. 
Com-
16 Fenton feels that when a child cheats or behaves badly 
it is an emotional conflict which is the ~esult of a desire to 
succeed and the inability to do so. The desire should be cap-
italized and every means employed to make success possible. 
Again, it is the individualized method which is needed here. 
doubtedly many of children's behavior patterns have been 
15Helping the Teacher Understand Children. American Coun-
cil on Educatiop, 1945. p. 8. 
16Nor.man Fenton, .Mental Hygiene in School Progress. (Cal-
ifornia: Stanford University Press, 1943) p. 142. 
caused by adults, although they do not realize or admit.it. 
When the teacher has contributed to them she would do well to 
evaluate herself and her teaching in what Fenton117 says: 
The attitudes of teachers toward their pupils are 
dependent upon their security in teaching, their love 
of the work, their fondness for children, their courage 
and self assurance, and their previous experiences in 
teaching. • • • Types of problems vary with different 
teachers. Each teacher will be most effective when she 
defines for herself, and in terms of her own personal-
ity, the general type of relationships she needs to , 
have with her pupils and thereafter attempts to achieve 
this relationship. 
Pennell and Cusack1~ave comprehensively and concisely 
stated the aims and means of treating.reading difficulties in 
their listing of characteristics of remedial treatment. 
Arouse interest. The most important thing in remedial in-
struction is to enlist the child's interest and co-
operation in overcoming any defect. Make him feel 
that he must assume most of the responsibility for 
improving reading ability. 
Make imtrovement possible. Begin w~th easy materials 
su ted to the child1s ability so that his percentage 
of success will be very high. Gradually use more 
difficult materials. 
Select attractive material. The material us'ed in remedial 
work should have real content value and appeal as far 
as possible to individual interests. 
Give practice in as natural situations as po.ssible. Prac-
tice to develop specific skills should be given in 
17 
aB natural situations as possible. Therefore prac-
tice to develop word recognition is more effective 
when wo·rds are u.sed in context than in ·d.solation. 
Scientific studies prove that skills developed by 
the use of flash cards do not transfer in large 
Norman Fenton, op. cit., p. 145. 
18Mary E. Pennell and Alice M. Cusack, The Teaching of 
Reading for Better Living. (Boston: Houghton Mifflin Company, 
1935) p. 55. 
0 
degree to the normal reading situation. As an. emer-
gency measure, however, practices not advocated for 
the normal development of reading are sometimes used 
to good advantage in remedial work. 
Avoid fatigue. Periods devoted to remedial work should be 
short so that fatigue will not result. 
Use variety. Patient repetitive drill is ne.cessary in 
most remedial work. The methods and ~aterials used, 
however, should be varied so that interest will be 
aroused and sustained. 
Measure progress. From time to time give informal tests 
that will measure the progress being made. Group 
and individual graphs are often effecti've means of 
. arousing a childts interest in increasing his own 
score or that of his group. 
use encouragement. The teacher's attitude toward a child 
who is being given remedial work is one or the most 
important factors in overcoming the defect. Use 
every opportunity for encouragement. This is moat 
important. 
The above suggestions are given in their entirety because 
they would seem to offer an excellent check for the teacher who 
is working to bring children up to their potential capacit~es. 
By measuring what she is doing against each item she will keep 
in mind her aims and whether or not her means of achieving them 
is being as effective as possible. 
19 
According to Caswell, it is possible for the gifted chile 
to develop a sense of superiority when achieving below their 
level. A superior child who is doing poor or mediocre work is 
a candidate for re-educative methods. To start with, he be-
longs in the group of children who need remedial work, but 
~9Hollis L. Caswell, Education in the Elementary School. 
(New York: American Book Company, 1942)-p: 58. 
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because of his capacity, the teacher must not be, ~atisfied 
with average attainments from him. Since all corrective teach-
ing is individual in nature there is no need to be content with 
what he is doing or to permit him to feel satisfi'ed until he 
is well on the road to achieving up to capacity. Hockett20 
makes a strong case for their care when he says that superior 
children are the most precious of our human resources and as 
such should be conserved and developed at all costs. Fre-
quently the school fails to bring these up to capacity, and as 
they are accomplishing far less than they have the power to 
accomplish, they are actually the most retarded. It is, once 
more, the responsibility of the teacher to prevent his from 
happening. 
Macomber21 writes that social and personal integration is 
thought of to be the desired outcome of the educative process, 
and by that he means the development of individuals capable of 
effective adjustment and ready to meet the problems of social 
living. One meets the term 11 the whole child" over and over 
again in the literature, showing that the task of the school is 
ever widening. The importance of social acceptance is recog-
nized and no superior child is acceptable to himself when he is 
living at half-capacity or less. Baker22 says that the human 
20Hockett and Jacobson, £E• cit., p. 274. 
21 Freeman Glenn Macomber, Guiding Child Development in the 
Elementary School. (New York: American Book Company, 1948]p.l46. 
22Henry J. Baker, Characteristic Differences in Bri~ht and 
D.:!JJ.l Children (BloomJ.ngLon, Illinois· public schoOl Pub ishJ.ng UQffiPan 19'27 _. 9 • • -
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weakness of giving credit for effort rather than foroohievement 
is a commendable trait in some cases but does no~· serye a good 
purpose in cases of gross inefficiency. Instead, calling at-
tention to errors would be better so that correction could be 
made. In the case of a superior child, let him see that his 
efforts are appreciated, that improvement is possible, see that 
he knows what his errOEs are, and expect from him, the best that 
he has to give. That someone believes in his ability to suc-
23 
ceed makes success more possible. As Caswell says, no achiev1 
ment other than the child's greatest potential growth is ac-
ceptable. 
23caswell, op. cit., p. 100. 
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GHAPTER VII 
SUMMARY ~ND CONCLUSIONS 
There are many children of average and superior intel-
ligence failing in reading at the second grade level from 
physical, emotional, and environmental causes. Physical handi-
caps should be taken care of before the child comes to school, 
but since that is not always the case, the school nust be alert 
to the child's general health, vision, hearing, and whatever 
else may be troubling him as a possible cause of a poor read-
ing adjustment. The child's emotional ills may be caused by 
the home situation so that cooperation between the home and 
school is needed as a basis for understanding the problem and 
assisting in its alleviation. Emotional disturbances may also 
be caused by the school situation when the child meets with 
failure. This is a serious responsibility which the school 
faces and until the number of disabilities among average and 
superior children is appreciably lessened, that responsibility 
is not being met. 
To meet the reading needs of pupils there must be differ-
ent ave~ues of approach to the subject in a happy atmosphere 
with well-adjusted teachers providing a medium for the growth 
of well-adjusted children. In this study, four kinds of read-
ing programs were presented, and an attempt made to show the 
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ways in which each contributes to growth in reading. The basic 
reading program provides the means ~or preparing the child ~or 
reading, ~or the teaching o~ speci~ic skills, and ~or a wide 
range o~ supplementary books. The experience-unit ~urnishes 
opportunity ~or the building o~ experiences as a basis ~or 
reading, ~or ~he solving o~ problems, ~esters good pupil-
teacher relationships, and provides ~or social development. 
In the personal and recreational program the objective is the 
growth o~ a love o~ reading and guidance toward good reading 
tastes, which, it is hoped, will increase with the years. The 
re-educative or corrective program is here conside•red only as 
applied to the classroom care o~ those children who ~e read-
ing below their capacity; its aim is to give them reading mate-
rials and to develop in them an attitude which will lead to 
success. 
The superior child who is ~ailing in reading or reading 
below his capacity is a particular responsibility o~ the teach-
er and the school. Superior people should be the ones who have 
the most to contribute to society, but i~ they never approach 
their potentialities great personal and public loss result. 
Today there is need of intelligent leadership and intelligent 
~ollowing as never be~ore. That thought should be a challenge 
to the school in general and to every primary teacher in par-
ticular.so that she will seriously undertake the capacity-
development o~ all her pupils. 
--· 
,. 
Suggestions for further study 
A study at the first grade level to find way,s of' prevent-
ing reading disabilities from becoming serious failures among 
children of' average and superior intelligence. 
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